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PEDAGOGY OF POST 9/11 UNITED STATES: MUSLIM AMERICAN STUDENTS’
EXPERIENCES, TEACHERS’ PEDAGOGIES, AND TEXTBOOKS ANALYSIS

By
Randa Nabil Elbih
BS, Helwan University, 1995
MA Education, University of New Mexico, 2007
PhD,Language,Literacy,& Sociocultural Studies,University of New Mexico,2013
ABSTRACT
The events and aftermath of 9/11 continue to cause life changes for many Americans,
particularly Muslim American students who have experienced socio-cultural and pedagogic
exclusion, harassment and discrimination due to ignorance and misunderstandings. Teachers
must inform their students about 9/11 and the War on Terror to eliminate misunderstandings and
intolerance towards a vulnerable population. In spite of its importance, many schools have not
implemented the topic as part of their curricula. It is not even included as part of social studies
state standards. Recent editions of US history textbooks include some information about 9/11
and the War on Terror that seems one sided. This absence begs the question of how do teachers
instruct about these topics? Further, how do Muslim American students under new scrutiny
negotiate their identity and cultural citizenship at schools and in general society? Also, what
is the impact of Islamophobia, government policies, social and cultural practices, and the War on
Terror on their education, identity, citizenship, and sense of belonging?
Guided by an anti-imperial perspective, critical pedagogy, and anti-Islamophobia
framework, this dissertation contributes to post 9/11 area studies. This research interviewed 9
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diverse Muslim American students about their social, cultural, and educational experiences post
9/11 and about how these experiences impacted their religious and national identity and sense of
belonging as Muslim Americans.
Furthermore, from interviews with 5 teachers from different high schools in New
Mexixco the study investigated teachers’ 9/11 and War on Terror pedagogy. They discussed how
they taught about post 9/11, the controversies they faced, resources they used, and how they plan
to re-teach the topics in the future. Along with this qualitative approach, content analysis of six
commonly used 11th grade US history textbooks was applied to examine the representation of
9/11 and the War on Terror. This approach helped provide some important context for how the
categories of nationalism, citizenship, and outsider are constructed.
This study challenges systems of oppression that propagate Islamophobia in American
society, discriminate against Muslim Americans, and portray them as violent and less valuable
American citizens. Furthermore, this study informs teachers' curriculum and material choices
such that misrepresentations about Islam and Muslims are mitigated. Finally, this project
presents suggestions for a critical anti-Islamophobic, anti-imperialist educational initiative for
educators to teach about 9/11 and its aftermath in a way that challenges Islamophobia and
alleviates misconceptions about Islam and Muslims.
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Chapter 1 Background of the Study
My interest in this research topic originated with a pilot study I conducted on Muslim
American students who attended an Islamic school in New Mexico in 2009. This pilot study
raised some concerns about Islamophobia in mainstream schools and how many Muslim parents
enrolled their children in Islamic schools fearing the negative influences of Islamophobia on
their children’s education and identity in public schools. According to Haque (2004), the term
Islamophobia is composed of Islam and phobia, which means a fear of Islam and Muslims that
results in suspicion, rejection, and intolerance. On the other hand, Zine (2004b) believes that
Islamophobia should be defined more broadly as: “Islamophobia is part of a rational system of
power and domination that manifests as individual, ideological, and systemic forms of
discrimination and oppression” (p.113). Islamophobia is described more fully in chapter 2.
Many Muslims who participated in my study shared stories of religious discrimination
and harassment after the events of September 11th. The United States media is one of the main
causes of such discriminatory actions as it promotes Islamophobic sentiment and presents Islam
as the post 9/11 opponent of the West (Zine, 2007). In addition, the media uses images of Arabs
and Muslims that have been circulating since the 1800s (Marr, 2006; Makdisi, 2008) as oil
sheikhs with multiple wives in harems portrayed as barbaric, diffident, brutal, and oppressive to
women (Haddad & Smith & Moore, 2006; Smith, 2000; Zine, 2007). For instance, wearing the
hijab has been interpreted by the West as an overt symbol of female oppression and male
dominance in Muslim societies. However, from the majority of Muslim women’s standpoint, the
hijab represents an important identification as Muslims and an expression of the faith (Haddad &
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Smith & Moore, 2006). Nevertheless, with such negative images and stereotypes, the West
justifies colonization and wars against Muslim societies (Haddad & Smith & Moore, 2006).
These negative visual and discursive representations have created a fixed homogeneous
classification and description of Muslims as anti-modern and anti-Western and ignore the
diversity of Muslims and their relationship with the West. These homogeneous representations
have led to assumptions that the 1.9 billion Muslims worldwide are responsible for the
September 11 terrorist attacks on the World Trade Center. These assumptions create daily
challenges for Muslims in all walks of life and dealing with these negative ideas becomes
difficult for Muslim American students who attend American schools and universities, especially
those who are highly noticeable because they look stereotypically Arab or wear Islamic dress
(Moghissi et al., 2009; Zine, 2007). Consequently, Muslim Americans are alienated and are
bullied by their peers. In addition, they find little support from their teachers, counselors, or
university faculty and administration in dealing with Islamophobia and anti-Muslim sentiments.
The existence of an Islamophobic curriculum that follows the media representation to
further mis-educate Americans about Islam and Muslims in American schools and universities
compounds the problem for Muslim Americans. Presenting Muslims as terrorists, ignorant and
oppressive of women in the popular media and curriculum confront Muslim Americans with
direct forms of oppression ranging from derogatory insults to personal assaults and religious
discrimination from their schools, teachers, faculty, and peers. These negative representations
also result in placing Muslim Americans in lower academic tracks. Zine (2001), for instance,
conducted an ethnographic study to understand how Muslim Americans maintain their religious
identity in Canadian schools. Several students reported that the teachers and the counselors
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placed them in lower academic tracks based on the stereotype that they were ESL students or that
Muslims, especially women, are uninterested in education.
The media’s and educational curriculum’s distorted Islamic identity presented has more
than just an external effect; it also affects the construction of Muslim Americans’ selfidentification. Many Muslim Americans become confused about the reality of Islam and what it
means to be a Muslim, which is especially problematic for Muslims who are developing their
identities because they are educated about who they are as Muslims from these skewed
resources. Coupled with peer pressure and wanting to fit in, such educational experiences result
in negative self-identification, rejection of Muslim identity, assimilation to mainstream society,
or an identity split (Erickson, 1968; Samuel, 2005; Tatum, 2003).
Hegemony also influences Muslim Americans’ identity. According to Apple (2004),
hegemony is the saturation of society with a set of ideas, beliefs, values, and behaviors to the
degree that it becomes commonsense in every day lived experiences. In a neo-capitalist system
like the United States, the media, schools, and universities serve as hegemonic systems that
distribute cultural capital among certain individuals and oppress others (Apple, 2004). Muslim
Americans, particularly those who are visibly different because of their skin color or for wearing
the hijab (Moghissi et al., 2009), are stratified in the system and categorized according to the
divisive lines of race, class, gender, ethnicity, ability, age, and language (Tatum, 2003; Collins,
2000) like other minority groups.
Muslim Americans’ affiliation with the Islamic religion further alienates them (Zine,
2001). Muslim Americans in schools and universities are viewed as in opposition to the
dominant society’s values and hegemonic discourses based on neo-liberalism ideology, because
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they operate from a different worldview that does not acknowledge the dominant society’s
values as the only valid way of life (Zine, 2009). In addition, the Islamic worldview is
represented as violent, oppressive, and a threat to the nation and to the liberal values of a
pluralistic society like the United States (Zine, 2009). As a result, Muslim Americans are
“Othered” (Said, 2002), discriminated against, and treated as outsiders who do not belong to the
American society (Moghissi et al., 2009) and educational system.
In response to these challenges, Islamic institutions emerged in the United States around
the 1930s. Religious based education and schooling emerged as an alternative to secular schools
(Smith, 2000). For example, there are several Islamic schools in New Mexico that serve Muslim
Americans who do not wish to attend mainstream schools. There are also several Islamic based
universities in different cities and online that provide Islamic education for students. However,
Van Driel (2004) argued that Islamic institutions separate Muslim Americans from the
mainstream society and make it difficult for students to acquire cultural capital and skills needed
to function successfully in mainstream society. He argued that the solution is to confront
Islamophobia in a way that secular education has ignored. In addition, he called for confronting
secular education and a political agenda that bans critical debates and discussions related to
religious identities and religious minorities. Therefore, his call inspired this study that addresses
and challenges Islamophobia in the post 9/11 United States.
This study makes that challenge by providing teachers suggestions and another way of
thinking and teaching about the events of 9/11 and the War on Terror. While focusing on
reproduction of Islamophobia in schools through teacher’s pedagogies and textbooks, the study
highlights Islamophobia as a system of oppression that has national and imperialist goals in neoliberalism. While such paradigms construct Islam and Muslims as oppressors, instead, based on
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the findings, this study highlights them as victims of oppression. By doing so, the study provides
a counter argument to dominant discourses that propagate Islamophobia and present Islam and
Muslims as violent, terrorists, and enemies of the United States. This way, the study facilitates
dialectical thinking which Freire (1987) argued will encourage dialogue among the students that
will help develop their intellectual abilities to formulate opinions while being respectful of
others, thus creating alternatives and complications of the subject counter to reproduction of
Islamaphobia in their educations.
Statement of the Problem
Contemporary global events such as the wars in Iraq and Afghanistan, the unresolved
conflict in the Middle East of Palestine and Israel, the negative relationships with Muslim
countries provoke criticism about the notion of democracy, diversity, and tolerance in Western
societies (Kincheloe & Steinberg, 2004). These issues together with the contemporary global
debates about the clash of civilization between Islam and the West on human rights, civil law,
secularism, individualism, separation of church and state, and democracy (Van Driel, 2004)
assume that Muslims are monolithic, which ignores the cultural, ethnic, sectarian, and political
diversity of the Muslim population (Merry, 2007; Moghissi et al., 2009; Haddad et al., 2009;
Sirin & Fine, 2008; Zine, 2007; Abdo, 2006, Haddad & Smith & Moore, 2006; Smith, 2000).
Distorted images and information in the media about Islam and Muslims are based on Orientalist
(Said, 1979) and fundamentalist stereotypes. According to Said (1979), Orientalism portrayed
Arab and Muslim cultures as inferior to the West. Men are portrayed as oil sheikhs with multiple
wives and the women are portrayed as belly dancers or oppressed in harams. Fundamentalism is
used to refer to a stereotype of Arabs and Muslims as terrorists, violent and irrational people
(Naber, 2008).. Together with the terrorist attacks of 9/11 and the emergence of terrorist
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organizations, these images have assisted anti-Muslim figures in crafting Islamophobia to miseducate Americans about Islam and Muslims and their relation to the events of 9/11 and the War
on Terror. As a result, a 2010 Time magazine poll shows that 55% of Americans do not
understand the teachings of Islam, 46% believe that it is a religion that supports violence, and
26% believe that Muslims in the United States are not patriotic Americans. Indeed, according to
Maira (2009), after 9/11, Muslims have been constructed as culturally and religiously alien and
are perceived as having divided loyalties in a time critical to the United States as a nation. They
are even perceived as a threat to national security.
These misconceptions about Islam and Muslims continue to cause life changes for many
Muslim Americans. Anti-Muslim cases have increased since 2001 and direct acts of
discrimination and violence against Muslims intensified as well (Haque, 2004). The Patriot Act,
a law that directly discriminates against Muslims, was established in 2001 and placed this
population and their property under heightened scrutiny (Haddad & Smith & Moore, 2006;
Haque, 2004; Zine, 2004b). For instance, the law allows the deportation of suspected terrorists
without due process (Geneive, 2006). Additionally, religious and ethnic profiling, workplace
prejudice, and police, airport security, courts and government agencies singled Muslims out for
their ethnic or religious identity (Haddad et al., 2009; Moghissi et al., 2009; Zine, 2004b).
As an ideological entity, the educational system is involved in the process of building
students’ identities as well as restructuring notions of citizenship, belonging, and outsider in neoliberal capitalism (Apple, 2004). For instance, the rise of terrorist organizations and the global
war against terrorism became a part of school and university curriculum (Kincheloe& Steinberg,
2004). Kincheloe & Steinberg (2004) argued that the classroom is a vital location for
reproduction of stereotypes about different groups including Muslim Americans, marking them
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as terrorists, different, outsiders, and a threat to national security. Furthermore, Zine (2004b)
asserted that an Islamophobic curriculum exists as a result of educators avoiding critical debates
and discussions about racism and Islamophobia. Even educators who are devoted to anti-racist
pedagogy do not facilitate discussions that address the challenges that Muslim Americans face
on a daily basis in public schools. As a result, Muslim students have been exposed to harassment
and violence by their peers and teachers due to ignorance and misunderstanding. Global and
local events pose some challenges to the educational system as well as highlight the need for
accurate understandings of 9/11, the War on Terror, and the reality of these topics’ relationship
to Islam and Muslims (Niyozov & Pluim, 2009).
Even educational textbooks include representations and information that enforce
Islamophobia and negative stereotypes about Muslims. For example, the secondary school
textbook of World Cultures by Petrovich, Roberts and Roberts includes a picture of praying
Muslim men with guns beside them (Kincheloe & Steinberg, 2004). Choosing this picture to
represent the Muslim culture implies that Muslims are violent and to be feared. A teacher’s
pedagogical practice can either collude Islamophobia or challenge it (Niyozov & Pluim, 2009).
The resources that a teacher uses to explain about 9/11 and the War on Terror, the discussions
that take place in the classroom, and a teacher’s relationship and interaction with Muslim
students inform teaching practices in the classroom (Apple, 2004).
Islamophobia negatively affects non-Muslims’ views of Muslims and promotes hateful
actions that enforce hostility. Muslim Americans like non-Muslim Americans are influenced by
Islamophobic pedagogy and thus are absorbing who they are as Muslims and the history of
Muslims from biased sources, which leads to Muslim Americans’ negative self identity
(Erickson, 1968). This negative self-identity in turn reduces Muslim Americans’ defensibility to
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non-Muslims who disrespect them based on the same skewed information and representations.
Hatred and negativity towards Muslim Americans also affects their sense of belonging in the
United States. Therefore, it is crucial that teachers instruct about 9/11 and the War on Terror in a
way that helps eliminate Islamophobia, misunderstandings, and intolerance towards Muslim
Americans.
Purpose of the Study
The purpose of the study was to examine three issues:
First, in order to challenge the dominant discourse that presents Muslim Americans as
terrorists, violent, disloyal citizens, and a threat to the nation, this study recorded Muslim
American students’ voices about their social, cultural, and educational experiences in the post
9/11 United States and how their experiences helped them develop a sense of their civic and
religious identity as Muslim Americans. The study shed light on how Muslim American students
under scrutiny negotiate their identity and cultural citizenship at and outside of schools, at home,
work, the airport, and on the streets and the impact of Islamophobia, government policies, and
the War on terror on their education, identity, citizenship, and sense of belonging.
Second, in order to paint a picture about the role of schools in universalizing Islamophobia, it
was important to investigate teachers’ pedagogies of 9/11 and the War on Terror to examine their
approaches about teaching these topics, the resources they use, and the controversies they face.
Indeed, this information helps paint a picture about the role of schools as agencies of social
reproduction of a dominant ideology in a neo-liberal capitalist context and the role of teachers to
either challenge or maintain the status quo by either confronting or colluding Islamophobia.
Third, according to Fairclough (2003), texts play an important role in universalizing an
ideology. Therefore the dominant culture uses textbooks to indoctrinate the students with
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specific commonsense. Many teachers use highly adopted educational textbooks by the New
Mexico Department of Education as the main resources in their teaching because they represent
the state standard curriculum (Hewitt, 2006). Therefore, in order to investigate how the entire
educational system works together to foster Islamophiobia, it was essential to investigate a
sample of high school U.S. history educational textbooks. Analyzing educational textbooks
uncovered anti-Muslim contents in the discussion about 9/11 and the War on Terror and shed
light on how categories of nation, citizenship, and outsider are constructed.
Significance of the study
The significance of this study is that it will contribute to the burgeoning literature on post
9/11 area studies. Sirin & Fine (2008) have pointed out that there are less than a hundred studies
in English that focus on post 9/11 Muslim Americans identity. These studies mainly focus on
presumed gendered oppressions of women and the hijab and leave out many other significant
issues related to Muslims. Further, most of the literature that focus on Muslim youth in the post
9/11 area studies present Muslim identities between the stereotypical frameworks of Orientalism
and Fundamentalism (Zine, 2007), ignoring their diversity and their realities. Other studies
ignore the religious identities of Muslims as one of their identifications (Zine, 2007) or ignore
the history of the political relationship between Muslim and Western societies (Kincheloe &
Steinberg, 2004). Therefore, this study contributes to the limited literature on Muslim American
identity by specifically focusing on Muslim Americans’ experiences particularly in the
Southwest United States. This region is considered an unusual city for Muslim Americans since
a majority of studies focus on cities that are known for higher Muslim populations like Detroit
and Chicago (Abdo, 2006; Haddad et al., 2009).
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Additionally, according to Freire (1987), one of the aspects of pedagogy is its concern
with rational and systemic molding of people’s identities by using specific contents, forms,
images, and methods of education and instruction to teach a specific worldview. The educational
system in the United States focuses on a selective tradition and uses a hidden curriculum that
teaches people specific ideas and shapes their identities. Therefore, Muslim American civic and
religious identity is heavily influenced by post 9/11 pedagogy of the United States and the War
on Terror. Exploring Muslim American social, cultural, and educational experiences show how
these experiences influence Muslim American civic and religious identity as Muslim Americans.
This study also shows how this minority population expressed their cultural citizenship and
belonging, particularly in the context of the War on Terror, at a time when they were targeted
and under scrutiny (Maira, 2009). The study further helped my participants voice their
experiences and so makes them feel that their experiences are valid (Collins, 2000).
Furthermore, my study recognizes the great diversity among Muslim Americans and the
many complex ways that race, class, gender, age, culture, history, citizenship, and religious sect
and practice intersect (Collins, 2000). I am hoping to challenge pre-existing assumptions and
provide a clear understanding about Muslim Americans and the challenges they face to help
educators and policy makers develop new ways and tools to contribute positively to their
identity.
Finally, many critical pedagogues imagine a curriculum based on emancipatory literacy that
reflects the deep meanings behind how the world operates, who benefits, and who is suffering
and dehumanized (Apple, 2004). Even critical educators remain non-confrontational with
Islamophobia in educational theory and practice. This study challenges Islamophobia and
attempts to shift Muslim voices from the margins to the center by presenting data that critically
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engages educators and assists them in developing pedagogical practices that interrupt antiIslamic/anti-Muslim sentiments. The study also explains Islamophobia to Muslim and nonMuslim Americans, thus breaking the fear and removing some of the divisions between diverse
groups in the United States. Additionally, Weinbrenner (1990) has pointed out that textbook
analysis as a field of study has not yet been established as theories and methodologies and a lot
of work is needed in this field to fill the gaps. This study fills this gap and contributes to the field
by presenting textbook analysis to point out Islamophobia and interrupt anti-Muslim sentiments.
Learning about Muslim American students’ social, cultural, and educational experiences and
their sense of citizenship and belonging, teachers’ pedagogy, textbook ideology, and selective
tradition enabled the project to develop a Critical anti-Islamophobic, anti-imperialist educational
initiative to confront Islamophobia, help Muslim American students develop a positive sense of
identity and alleviate hatred and division in the United States. As a result, this study can inform
teachers' choices in curriculum and educational materials.
Key Terms
1. Islam: a religion operating with the ideology of tawhid (the monotheism of Allah (God)).
2. Muslims: adherents to the Islamic faith; people who submit to Allah.
3. Islamophobia: a form of socio- political, discursive oppression resulting from externally
perceived and defined Islamic identity ascribed around extremism and violence rather
than in accordance with the lived realities of Muslims (Zine, 2007).
4. Orientalism: Edward Said (1979) explained orientalism as a set of negative
representations of the Middle East to project it as an inferior culture in order to justify
Western colonialism.
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5. Cultural capital: It refers to social and economic symbolic values that translate into
profits in the economic field (Bourdieu, 1973).
6. Hegemony: Indirect dominance of a society by one social group by saturating the society
with specific beliefs, attitudes, and values that allow the dominant group to present their
ideology as benefitiant for all and easily rule the masses of people (Gramsci, 1971)
7. Selective tradition: Selecting certain knowledge and tradition and presenting it as the only
valued one while neglecting others (Williams, 1989).
8. Citizenship: According to Abowitz (2006), citizenship is an idea that changes based on
socio-cultural, economic and social restructuring. “Citizenship, at least theoretically,
confers membership, identity, values, and rights of participation and assumes a body of
common political knowledge” (Abowitz, 2006, p.653). “A citizen derives his/her rights
and obligations through a social contract of the nation-state” (Abowitz, 2006, p.680).
9. Nationalism: According to Abowitz (2006), “nations were communities of people linked
by heredity. Hereditary nationality gave way to an acquired nationalism, after the French
Revolution, and that form of nationalism was able to foster people’s identification with a
role which demanded a high degree of personal commitment” (p.682). Nationalism is
defined by nation-state borders.
10. Transnationalism: With globalization, technology and communication advancements,
“Immigrant people maintain psychological, cultural, and economic ties to multiple
nation-states” (Abu El-Haj, 2009, p.3).
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11. Belonging: I use Abu El-Haj’s (2009) notion that positions belonging beyond citizenship
and national identification and views it as critical practices that allows individuals to
become included or excluded as full active members of a society.
12. Neo-liberalism: “Neo-liberalism is a political project for facilitating the re-structuring and
re-scaling of social relations in accordance with the demands of an unrestrained global
capitalism” (Bourdieu, 1998, as cited in Fairclough, 2003, p.4). It is a form of capitalism
that relies on the idea of a free global market that is unconstrained by laws or rules
(Bourdieu, 1998). In the study, it is important to refer to neo-liberalism in the context of
post 9/11 and the war on terror in terms of how it restructured relationships of
dominantion and subordination on a national and global scale (Apple, 2004; Fairclough,
2003), as well as how it facilitated imperialism (Fairclough, 2003) “and has contributed
to a closure of public debate and weakening of democracy” (Fairclough, 2003, p.5).
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Chapter 2 Literature Review

This literature review focuses on post 9/11 area studies and draws upon interdisciplinary
literature that pulls together history, social and cultural studies, imperial studies, and identity
studies to discuss two main themes: 1) Islamophobia in American society and educational system
and 2) Muslim American identity, citizenship, and sense of belonging in the post 9/11 neo-liberal
capitalistic United States.

The literature review begins with an overview of Muslim American history starting with
their arrival to the U.S. and where they settled and established Islamic institutions including
demographics from a variety of sources regarding their ethnicity, location, education, income
and political orientation. The review then provides an overview of the historical roots of
Islamophobia and presents the literature written about Islamophobia in the media, the
educational system, citizenship rights, and as it relates to Muslim American sense of belonging.
Next, the review discusses Islamophobia and Muslim American identity post 9/11 and the War
on Terror. Finally, the review explains how this study fills a gap in the literature.

Who are Muslims?
Today, there are over 1.5 billion Muslims worldwide; about 15 million live in Europe and
over 7 million live in North America (Sirin & Fine, 2008). According to Sirin & Fine (2008), “A
person is considered Muslim when he or she, regardless of race, ethnicity or gender, recites in
Arabic, “Allah is the only god, and Prophet Muhammad is his messenger” (p.51). Haque (2004)
added that Muslims are those who adhere to the religion of Islam, which has 4 basic tenets:
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doctrines, rituals, ethics and legislations. Islamic doctrine is built on the belief in the oneness of
Allah (God), His attributes, and His sole worthiness of worship as well as the belief in the angels,
the messengers, the Holy Scriptures, the day of Judgment and the Qadar (divine decree). The
Rituals include the daily prayers, fasting, alms giving, and pilgrimage. The ethics are related to
human intensions and external actions to achieve Allah’s pleasure through high moral characters
for self, family, other Muslims, non-Muslims, and the environment and the creatures in it. The
Sharia’a law (Islamic legislation) includes the legislation and laws that govern the individual and
the society in an Islamic community. In non-Muslim societies, Islam asks adherents to live with
local government laws unless asked to do un-Islamic activities when they should then refrain but
not cause disorder.

However, those who claim Islam, Muslims, are more diversly and broadly defined than
by Islam itself (Zine, 2007), with variance both demographically and religiously. According to
Sirin & Fine (2008), “Muslim American identity as a social category is a relatively new
phenomenon which emerged during the past few decades and was highlighted in the post-9/11
sociopolitical context” (p.39). Sirin & Fine (2008) assert that this label of Muslim American
denies the great diversity, tensions and conflicts within Muslim American communities.
Regarding their diversity, Moghissi et al. (2009) stated that Muslim Americans consist of a
heterogeneous population because of internal differentiation in terms of class, race, ethnicity,
gender, citizenship, religious sect, and religiosity. For instance, Sirin & Fine (2008) mentioned,
“Not only is the ethnicity of Muslims diverse; their religious practices differ as well. The vast
majority of Muslims belong to one of four Sunni sects (Maliki, Shafi’i, Hanafi, Hanbali), and a
much smaller group (about 17%) belong to Shi’a sects ( Jaffari, Ismailliyah, Alawite)” (p.51).

16

In addition, there are external differentiations based on their social acceptance and
accommodation in a host society (Moghissi et al., 2009). Sirin & Fine (2008) asserted that Sunni
and Shiite Muslims have been in confrontation over power since the death of Prophet
Mohammed (pbuh). They even fought wars that ended in the death of Prophet Mohammed’s
grandchildren. Even though Sunni and Shiite Muslims believe in the fundamental principles of
Islam (that there is one God, Allah, and Mohammed is his prophet) they differ in the way they
practice the religion. For instance, Sirin & Fine (2008) mentioned, “Unlike the Sunnis, who are
much more traditionalist in following the word of the Qur’an, Shi’as give more weight to the role
of imams, or religious scholars, who can interpret the Qur’an for current needs” (p.35). Further
information about Islam and Muslims is explained throughout the dissertation as it comes up in
the data.

Muslim American History and Demographics

There are varying accounts of when the first Muslims came to the Americas. According
to Haque (2004), the first Muslims arrived in America in 1178 when the Chinese Muslim sailors
landed on the West Coast. However, history books record the first Muslim’s arrival in 1312,
when Mansa Abu Bakr travelled from Mali to South America (Nyang, 1999). In the 1700s, slave
ships sailed from West Africa to the United States carrying African Muslims. However, Smith
(2000) explained that Muslim slaves were not the first to come to America. Muslims sailed to
America from Spain and parts of the non-Western coast of Africa two centuries before Columbus
in 1492, particularly when Muslims ruled Spain and Portugal during the ninth and tenth
centuries. Also Nyang (1999) recorded that the Moors (Muslims) who had been forced to leave
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Spain during Isabel and Ferdinand’s reign in 1492 migrated to the Carolinas and Florida. It is
believed that these early migrants were uneducated and were forced to convert to Christianity.

According to Smith (2000), the first migration of Muslims from Greater Syria to America
was between 1875 and 1912 when they were under Ottoman rule. The majority of migrants were
Christians as well as minorities of Muslim Sunni, Shia’a, Alawi and Druze. The 1860s to 1880s
witnessed the largest migration of unskilled Muslim men from Greater Syria fleeing recruitment
into the Turkish army. The second wave of Muslims came due to the collapse of the Ottoman
Empire in 1870. During the period between the 1930s and 1940s when immigration laws
changed, more Muslims arrived forming Islamic centers and cultures (Abdo, 2006; Smith, 2000).
Further, Haddad (2004) asserts that the 1950's brought the immigration of thousands of highly
educated, socially mobile, and professionally diverse Muslims to the United States to change
their economic conditions. The third wave of Muslims came after 1965, the end of the Asia
Exclusion Act, and the opening of immigration and naturalization that obliterated the quota
system, allowed a mixture of skilled and unskilled migrants to the United States. Additionally,
the Green Card Lottery system established under the Immigration Act of 1990 offered visas to
winners from all over the world, allowing the migration of Muslims seeking better lives for their
families. Among them were poor, uneducated, and socially disadvantaged Muslims; Muslims
fleeing civil wars; refugees from countries such as Iraq, Lebanon, Somalia, and Palestine; and
those seeking political asylum from autocratic regimes such as Algeria, Libya, and Tunisia.
The percentage of Muslim Americans is on the rise. The American Religious
Identification Survey conducted in 1990 and 2001 shows that the number of Muslims in the
United States grew more than 108 percent in a single decade. Also USA Today published an
internet article in January 2011 stating that the number of Muslims in America will almost
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double by the year 2030 from 1% of the nation’s population to 1.7%. The high birth rates among
Muslims, the rapid immigration from Muslim societies, and the rise in the number of converts to
Islam from other religions are possible causes for such rapid growth in the numbers of Muslim
Americans (Sirin & Fine, 2008).
After 9/11 many Americans converted to Islam. The estimated number of Americans
converting to Islam each year is 25,000 with the ratio of women to men at 4:1. Conversions of
many non-Muslim Americans to Islam occurred for a variety of reasons. However, according to
Haddad & Smith & Moore (2006), the first Americans to be attracted to Islam were African
Americans who formed several organizations affiliated with Islam, the most well-known of
which is the Nation of Islam that developed in 1940s and continued to be an example of African
American independence and power (Smith, 2000). In 1960s, Bawa Muhaiyadeen fellowship was
established in Philadelphia attracted a lot of Anglo American women converts to convert to Sufi
Islam because of its quiet nature and distance from politics. In the 1970s, the first Hispanic
Muslims were first generation Puerto Ricans located in the barrios of the North East. Since then,
other Hispanic Muslim organizations originated and are dedicated for dawah as PIEDAD,
Alianza Islamica in New York and ALMA in California.
Muslim Americans Today
Muslim Americans are highly diverse. According to Smith (2000), “today the American
Muslim community is comprised from a wide ranging ethnic and professional mix. Whether they
are immigrants, indigenous Americans or converts, they are all united in the unique experience
that is Islam. Whether they are physicians, lawyers, entrepreneurs, professors, cooks or factory
workers, all of them are making contributions to America’s future” (p. x). Muslim Americans are
highly educated partially due to the immigration of professionals and international students
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studying at American universities. Muslim Americans today are one of the best-educated groups
in the United States (Sirin & Fine, 2008). Muslim populations are concentrated in urban areas of
the East and West coast, the Midwest, and parts of the South, especially Texas and Florida (Sirin
& Fine, 2008; Smith, 2000). According to Smith (2000), while it is hard to determine exact
proportions, Muslim Americans are comprised of about 40% African Americans including those
following African American organizations like the Nation of Islam and others. The PEW
Research Center in 2011 recorded that 37% of Muslim Americans are US born, however, more
than 63% are either first or second generation immigrants with one or both parents born in
foreign countries and around 22% are either third or fourth generation. Muslims Americans come
from at least 77 countries; the largest group is from Arab ancestry representing 26% of all
Muslim Americans followed by South Asians who represent 16% of all U.S. Muslims. The rest
are from sub-Saharan Africa, Europe, and elsewhere.
Georgetown University conducted a survey in 2001, focusing on urban Muslims that
shows that half of American Muslims earn more than $50,000 a year and 58 percent are college
graduates, which does not mean that all Muslims are wealthy. According to the 2000 U.S.
Census data on the poverty rates among children, “29 percent of Afghan American children, 26
percent of Iraqi American children, and 22 percent of Pakistani and Bangladish American
children were living in official poverty compared with 8 percent of white children living in
poverty” (as cited in Sirin & Fine, 2008, p. 42).
Haddad & Smith & Moore (2006) stated that the majority of Muslim Americans (of all
racial identities) are Sunni while only an estimated 20% of United States’ Muslim Americans are
Shiites. Regarding Muslim Americans social, cultural, religious and political orientation; 90% of
Muslim Americans are U.S. citizens. As a group, they are well integrated in American society,
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and marriages between Muslims and other religions are common (Sirin & Fine, 2008). The
number of mosques is rising fast in the United States; there are around twelve Hundred mosques
nationwide. They increased by 25% percent since 1994. In addition, the degree of attendance at
the mosques and religious sermonizes and events tripled as well to become an average of 1,625
in the year 2000 (Sirin & Fine, 2008). Seven in ten Muslims are active participants in the
mosque; 35% men and 26% women attend religious and /or community service weekly. 40% of
Muslim Americans are democrats, 23% are Republicans, and 28% are independents. Other polls
show that 84% want tougher laws to prevent terrorism, 79% support gun control laws, 68% favor
death penalty for murder, and 92% want stricter environmental laws (Haque, 2004).
Nevertheless, according to Gasim & Choi & Patterson (2011), Muslim Americans political
participation shifted after 9/11; most of them were pro-Republicans and supportive of George W.
Bush’s presidential candidacy as he met with the Muslim communities and pledged to address
their concerns. After 9/11, however, he did not fulfill his promises to the population and
authorized national policies and laws that targeted and scrutinized them resulting in many
Muslims shifting their support to the Democratic Party and becoming more politically active.
Historical roots of Islamophobia
Kincheloe and Steinberg (2004) argued that many educators could not put the events of
the twenty first century in context because there is a selective process to display certain historical
events while conceal others. Therefore, many United States citizens do not fully understand the
complexity of the relationship between the United States and the Muslim world. Marr (2006)
explained this complex historical relationship in his book Historical Roots of American
Islamicism in which he describes the nature of the relationship through which American
Islamicism, Orientalism and Islamophobia developed.
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Marr (2006) stated that early Americans adopted Europe’s orientalist views about the
Muslim world and then developed them within their own cultural imaginations. Makdisi (2008)
explained that, during the 1800s, Protestant Americans wanted to retrieve the land that was
previously Christian but later came under Muslim rule. Therefore, American missionaries were
sent to Muslim lands during the Ottoman Empire to convert the inhabitants to Protestant
Christianity. Refusing to accept Islam as a religion and unable to convert Muslims to Christian
belief, many American Protestants battled this challenge by interpreting the Islamic world
through a perspective that reflects their own imagination about Muslims and America’s global
dominance.
According to Makdisi (2008), the early missionaries viewed the Islamic world as a realm
of dark destruction. To them the curse of Islam had been divinely decreed to punish Christians
for corrupting worship with foreign rituals. Consequently, the fall of Islam formed one of the
dogmas of Protestant evangelical belief in early U.S. history. Marr (2006) further explained that
in order for America to be seen as an emerging civilization, it had to compare itself with another
and draw lines based on the distinctions. In that sense, negative cultural images of Islam and
Muslims circulating during the colonial period as barbaric, despotic, fatalistic, and undemocratic
stood in opposition to American moral purity, sensibility, democracy, hard work, and progressive
reform as an emerging civilization. American Islamicism started appearing in the American tales,
poems, and theatre. Marr (2006) gave an example about a short fictional tale called “Algerian
Spy” about a character named “Mehemed”, who is a terrible husband and does not appreciate
family values. Mehemed becomes fascinated by the American democracy and converts to
Christianity.
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Furthermore, Muslim women have been used throughout the long history of the
relationship between the Christian West and the Islamic world to define the West through its
opposition to the Orient – the West is democratic, modern, and a place where women are
liberated – while the Orient is defined as barbaric, undemocratic, and oppressive to women.
Haddad, Smith, and Moore (2006) recorded the study “Veil and daggers: A century of national
Geographic’s Representation of the Arab World” in which Linda Steet traces the images of Arab
and Muslim women in National Geographic from 1888 to 1988. Steet identified two main
consistent themes, namely the dancing prostitute girl and the veiled primitive woman. Such
representations position Muslim and Arab women in an oversimplified frame marking them as
unsophisticated and essentially “other” than the rest of the women in the world. Such images
create negative stereotypes about Islam as a faith and cultural system that is inferior to that of the
West. Western imperialism used such representations to justify colonization of these societies.
Indeed, by the nineteenth century, colonialism and Christian missionaries’ activities in
the Middle East became the lens through which Muslim women were seen in the West. The
image of women in need of liberation was one of the justifications of the Western imperialism.
Furthermore, Mamdani (2004) confirmed that American Islamicism shifted from being an
American imagination about the Orient to becoming reality in the hands of the Reagan
administration. America adopted terrorism as a preferred means of fighting proxy wars in both
Central America and Africa. The CIA covertly traded drugs and used U.S. money to financially
support proxy wars. During the Reagan administration, the CIA and Pakistan cooperated to train
and arm Al- mujahedeen (a group of individuals mainly from Afghanistan that the CIA created
to fight the Soviet Union in Afghanistan) and to politically recruit the most radically anticommunist Islamists to counter Soviet forces. Consequently, the CIA created an Islamic armed
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jihad in Afghanistan to serve its political objective. Osama bin Laden was recruited by the CIA
to build a large CIA funded project, “The Khost complex,” that housed sophisticated military
equipment, a training facility, and a modified center for Al-mujahedeen. The CIA’s goal was to
create an Islamic guerrilla unit through guerrilla training combined with radical Islam. Mamdani
(2004) explained that after the mission was accomplished and Al-mujahedeen won the war
against the Soviets, individuals in the group found that they were trapped by terrorism; they were
dangerous, exiled, and wanted by their families and countries. Osama bin Laden formed Al
Qaeda organization. In Mamdani’s (2004) words:
Al-Qaeda was a transnational movement whose violence was unrestrained by any form of
law. Al-Qaeda members, originally recruited from dozens of countries around the world,
found they had no home to return to when the jihad ended. John Cooley gives the
example of North African recruits, many of whom “feared to return” and “stayed in the
postwar training program for future terrorists” (p.177),
Mamdani (2004) insisted that, “the source of privatized and globalized terrorism today is
a true ideological child of Reagan’s crusade against the evil empire” (p.177).
Showing the history of American Islamicism sheds light on the complexity of the
relationship between the United States and Muslims. It also provides a context that explains the
reasons for the Islamophobic and anti Muslim sentiments that exist in the United States today.
What happens today is a continuation of, and dependent upon, what happened in the past. Mar
(2006) argues that the Middle East became significantly important to the United States during the
Cold War because of its oil supply and the challenge of pan-Arab nationalism. Moreover, an
increasing number of Muslim immigrants in Europe and North America challenge traditional
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definitions of national identities. Marr (2006) wrote that in Europe, Muslims are considered the
largest minority group. Africa is divided evenly among Muslims and Christians, and the
followers of Islam outnumber the Jewish population in the United States. This global presence
has provoked cultural and ideological struggles in the United States on how Americans should
deal with Muslims. Some religious figures and policy makers suggested replacing the Soviet
Union with Islam as the new enemy of the nation (Haddad, 2004). Others wanted to understand
Islam more and leave a space on the table of American Pluralism for Muslims to include Islam as
an Abrahamic faith with the Judeo-Christian tradition that was itself invented in the twentieth
century, because before that, they were oppositional (Marr, 2006). However, the ideology that
won the cultural debate in the United States was to replace the Soviet Union with Islam as the
civilization that clashes with the West and the new enemy of the United States.
In post 9/11, American Islamicism in the form of Islamophobia is used once again to redefine
America’s global dominance and its international relationships. According to Maira (2009), the
post 9/11 historical moment is not random or radical, “but rather a moment of renewed
contestation over the state’s imperial power and ongoing issues of war and repression,
citizenship, nationalism, civil rights and immigrant rights” (p.23). Mamdani (2004) explained
that after 9/11, the rhetoric of the media, George W. Bush and politicians has been focused on
religious metaphors of good vs. evil. Maira (2009) added that the religious rhetoric particularly
of the Crusade and holy war have been re-used strategically to please the blocks of masses that
dictate and control the United States policies:
The evangelical imperialism of Christian Right bolsters two important tenets of the current
imperial formation: first, a capitalist ethic consistent with the free-market policies of the
United States and economic globalization; and second, a Christian fundamentalist Zionist
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alliance supporting Israel colonial occupation in the Middle East, since some Christian
fundamentalists believe the Bible calls for the settlement of Jews in Palestine before the
second coming of Christ (Maira, 2009, p.53).
In that sense, Islamophobia is used in the post 9/11 to regulate the United States’ national
policies as well as its international contour.
Islamophobia post 9/11
Haque, (2004) broke down the term Islamophobia into two parts, Islam and phobia, and
defines it as the fright of Islam and Muslims that results in suspicion, rejection, and avoidance.
Some Westerners are Islamophobic without even being in contact with Muslims. Islamophobia is
related to Xenophobia and racism and results in marginalization, religious discrimination,
inequality, and denial of access to resources and power. Zine (2004b) critiques this notion of
Islamophobia as being limited because it does not take into account the workings of the
institutions and ideologies that produce and reproduce Islamophobia. For instance, after 9/11,
Muslim Americans, particularly Muslims who fit a particular profile in that they look like Arabs
and Muslim women wear the hijab (head scarf) or the niqab (face cover), became labeled as
terrorists and were perceived as a threat to American national security (Van Driel, 2004). AntiMuslim incidents have been on the rise since 2001. Direct acts of discrimination and violence
against Muslims have become more frequent. The recently enforced Patriot Act law directly
discriminates against Muslims, because it allows government officials to spy on individuals and
violate their civil liberties and freedom. Raids on Muslim families and business spread
nationwide. Special registration programs for Muslim visa holders and the voluntary interviews
with Iraqi Americans continuously harass Muslims further compounded by increasing
Islamophobic rhetoric by prominent evangelical leaders such as Franklin Graham, Jerry Farwell,
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and Pat Robertson, religious and ethnic profiling, and discrimination in the workplace, by police,
and in courts and government agencies in which they were singled out for ethnic or religious
identity. These discriminations challenged their education, socio-economical status, identity,
citizenship, and sense of belonging (Moghissi et al., 2009; Sirin & Fine, 2008). The
Islamophobic experience is particularly difficult for Muslim students who attend United States
high schools. Therefore, according to Zine (2004b), “Islamophobia is part of a rational system of
power and domination that manifests as individual, ideological, and systemic forms of
discrimination and oppression” (p.113). Consequently, Zine (2004b) suggested that in order to
comprehensively define the term, scholars need to examine the impact of Islamophobia on
Muslim lives and acknowledge that discrimination against Muslims is linked to the workings of
regulated institutional practices operating under the ideology that Muslims are terrorists and pose
societal threat. By this claim, institutions and individuals justify oppression against Muslims
such as racial profiling or denying job or housing opportunities.
Islamophobia in popular culture
After 9/11, Islam and Muslims have been stereotyped heavily in the US media and popular
culture. Islamic symbols have been used to project negative perceptions of Islam and Muslims
(Gottschalk & Greenberg, 2008) resulting in the mis-education of Americans about the true
reality of Islam and Muslims (Kincheloe & Steinberg, 2004). According to Jackson (2010):
The commonality of stereotypical representations associating Muslims with terrorism in
mainstream media reveals widespread belief among the producers of media messages that the
association, or connection, is normal reasonable, and/or acceptable, which is then implied to,
and learned by young people, rather than the view that, alternatively, the association is biased
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and stereotypical, and harms Muslims, making them vulnerable to prejudice and
discrimination in the public sphere (p.5).
Frequently, the mass media connects Islam and Muslims with terrorism, fundamentalism and
violence (Jackson, 2010). All information US citizens receive about the Muslim population
comes from the media. Nimer (2007) argued that television news in general is prejudiced against
any positive news. In that case, the media focuses on the negative depiction of Islam, Arabs, and
Muslims only. Therefore, all media information that relates to Islam and Muslims is terrorism,
jihad, Iraq war, 9/11, Osama Bin Laden, and so forth. As a result, ethical values of Islam founded
upon peace, unity, tolerance, and social and environmental justice do not find their way into the
media.
American popular cultural representations of Islam and Muslims are even more problematic
than the news media. According to Nimer (2007), there has been an increase in television series
about terrorism, counter-terrorism, and the CIA. For example, television series such as The
Agency, The Grid, Alias, 24, and Threat Matrix are a few examples that portray Islam and
Muslims in negative ways. There is even a show called Sleeper Cell about an “undercover FBI
agent who is seduced into joining an Islamic sleeper terrorist cell in the United States” (p.83).
Nimer (2007) also argued that shows like 24 go even further to suggest to the viewer that the
next-door Muslim family could be a sleeper cell “committed to inflicting mass causalities against
its fellow citizens” (p.84).
The clash of civilizations between Muslim societies and the West has been highlighted in
every informational tool provided about Islam and Muslims. For example, Gottschalk &
Greenberg (2008) pointed to the negative depictions of Islam and Muslims in movies. The movie
The Seige (1998), for example, faced protests from Muslims for normalizing stereotypes that
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highlight the clash of civilizations and the “Us” vs. “Them” rhetoric. The movie stresses that
Muslims have “aberrant” qualities and “lack civilization” as compared to Americans in the
movie that are portrayed as “rational” and more “civilized.” These representations are assumed
to be realistic since the representations of Americans is assumed to be the mainstream “norm,”
thus confirming the assumption that the “Other” is portrayed “realistically” as well. In other
movies like The Mummy and Indiana Jones and the Temple of Doom, not only use simplistic
forms to describe Muslim societies but also depict Muslims with “suspicious behavior.”
Furthermore, when comparing the depictions of Muslims to other religions like Buddhism in
movies, we find clear evidence of prejudice and Islamophobia against Muslims. For example, in
movies like Lost Horizon, Seven Years in Tibet, and Kundun, the portrayal of Buddhists is
always “positive” (Gottschalk & Greenberg, 2008).
However, Nimer (2007) has asked if all the blame should be on the negative images
presented by the media and popular culture, or if influential leaders are responsible for such
negative representations as well? He argues that well-known Americans have said alarming
things about Islam. For example, Jerry Falwell, an influential Baptist, said on the famous
American news show 60 minutes: “I think Mohammad was a terrorist…Jesus set the example for
love, as did Moses, and I think Muhammad set an opposite example” (p.85). On the other hand,
Franklin Graham labeled Islam as an “evil and wicked religion” (p.85). Pat Robertson, the
founder of the Christian coalition, called Prophet Mohammad (pbuh): “an absolute wild eyed
fanatic….a robber and brigand….a killer” (p.85). In addition, General William Boykin, the
United States Deputy Undersecretary of Defense for Intelligence said: “Americans’ enemy on
the war against terrorism is a spiritual enemy….called Satan,” and that radical Muslims hate the
United States “because we are a Christian nation, because our foundation and roots are Judeo-
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Christian and the enemy is a guy named Satan” (p.85). Others like Pipes (2006) wrote in an
article called Sudden Jihad Syndrome that normal looking law abiding Muslims could turn
violent at any time. Another anti-Muslim discourse in the United States is fueled by the ideology
of the Clash of Civilizations in which Islam is the problem and not extremists or terrorists. For
example, intellectual writer Samuel Huntington wrote a book called Clash of Civilizations in
which he claims that “Islam is unconducive to democracy” (p.86). Similarly, Bernard Lewis
claims that Islam is an impediment to democracy and supports violence and female oppression.
With the ideological discourse encouraging that Islam is the problem, all of the ills in the Muslim
world are suggested to be as a direct result of Islam. According to Zine (2007), this ideology
mis-educates Americans about the true reality of Islam as a religion that is based on peace and
social justice. In addition, this ideology assumes that Muslims have no autonomy and are
irrational. Indeed, Islam as any other religion calls for peace, however, some minority of
extremist Muslims use the literal reading of the Quran to justify ill behaviors as do other
religions’ followers (Haque, 2004; Zine, 2007).
Furthermore, cartoons and caricature have also been used to further stereotype Islam and
Muslims. According to Gottschalk & Greenberg (2008), cartoonists have used caricatures to
depict Muslims in a pejorative manner. “Caricatures are not symbols because they operate under
the assumption that the representation physically resembles, even in an embellished manner, the
person or people to whom it refers” (p.46). In that sense, people assume that caricatures are
depictions of Muslims are truthful. Additionally, Gottschalk & Greenberg (2008) maintained that
the depictions of Muslims in cartoons and through caricatures are very different from depictions
of Christians and Jews. Again, this distinction is used to draw the line between Muslims
“immoral” and “uncivilized” behaviors in contrast to Judeo-Christian “morality” and
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“civilizations.” Symbols such as the scimitar, mosque, and crescent or Muslim men with long
beards, a turban, and a big nose or the veiled and burqa-wearing women are all popularly
recognizable symbols that are used negatively by cartoonists to stereotype Islam and Muslims.
Gottschalk & Greenberg (2008) explained that, “stereotypes are simply depictions of a group
by outsiders using characteristics understood both to be shared by all members and to define
them as different from the ‘normal’ society” (p. 63). They further argue that by using negative
cartoons, the reader fills in the missing parts of the picture in their head, which again shows the
relationship between the text, the image, and the reader in creating meaning (Said, 2002).
Negative stereotypes about Islam and Muslims are used to define America positively as
compared to the Muslim “Other” (Gottschalk & Greenberg, 2008). Kaplan and Pease (1993)
asserted that the media plays an important role in communicating official and unofficial state
policies to the public and particularly with the War on Terror to help identify and visually assert
the enemy and distract people from focusing on the casualty of war, violence, and imperialism.
Consequently, negative stereotypes result in a hostile and threatening environment for Arabs and
Muslims and whoever stereotypically looks like them in every aspect of life including work,
education, and housing in the United States.
Islamophobia in Education
Since the 1970s, misrepresentation of Islam and Muslims took center stage in the media
and educational system (Kincheloe & Steinberg, 2004). Additionally, the recent post 9/11 global
and geopolitical events deeply influence the educational system. These issues and their
implications are reflected in school curricula and pedagogy in subjects like social studies and
world history.
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Post 9/11, the media and educational textbooks present Islam as a religion that supports
violence and uses distorted images of Muslims as terrorist radicals or oil sheikhs. Women are
portrayed as belly dancers and oppressed in harems or as wearing burqu and carrying guns.
According to Kincheloe & Steinberg (2004), the symbol of the Muslim terrorists reflects the
threat of Islam upon the United States’ geopolitical interests. Consequently, the media influences
teacher education; since it informs the curriculum, and educators and teachers’ choices in
material. In addition, educational material and textbooks in the field of education often carry
hidden anti-Islamic messages (Haque, 2004). These distorted representations frequently confuse
Islam with terrorism and totalitarian regimes that exist in Muslim societies (Haddad et al., 2009;
Moore, 2006).
Therefore, there is a dire need to combat these misconceptions about Islam and Muslims.
Many educators and scholars who care about social justice call for educating American students
about the reality of Islam and Muslims by presenting complex multi-dimensional perspectives in
social studies and world history textbooks (Moore, 2006). However, according to Kincheloe and
Steinberg (2004), whenever critical educators attempt to rupture colonialism and show the
contributions of Islam and Muslims to the West, right wing scholars fight those efforts. Indeed,
some scholars and educators requested the removal of all the information about Islamic doctrine
and history from the schools’ curricula, clinging to the principle of separation between church
and state (Niyozov & Pluim, 2009; Moore, 2006; Sewall, 2003). As a result, critical education
perspectives are rarely presented in elementary and secondary curriculum (Kincheloe and
Steinberg, 2004).
Moore (2006) highlighted the important role that religion plays in American life. He
critiques the American educational system for not explicitly teaching the role of Christianity in
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school curricula. In addition, teachers lack interest and knowledge and are reluctant to teach
about religion because of the controversial nature of the subject. As a result, most Americans are
ignorant about the role of religion in America, world history, and its role in places where religion
is central to people’s daily lives. Moore (2006) argued that, in order for students to be educated
and competent citizens, they needed to understand religion’s role in historical and contemporary
societal and world politics. For example, failing to understand the role of religion in Muslim
societies will not allow students to understand the politics in the Middle East or the conflict
between Pakistan and India over Kashmir (Moore, 2006).
Currently, middle and secondary school curricula in social studies, world history, geography,
and world religions include information about Islam and Muslims. The overall critiques of such
representations are the following:
1) The history of the relation between Muslim and Western societies is either absent or
distorted (Kincheloe & Steinberg, 2004; Moore, 2006; Niyozov & Pluim, 2009; Zine, 2006).
The exclusion of events like the sanctions against Iraq in the first Gulf War and its consequences,
America’s use of drug trade money to lead proxy wars in third world countries, and America’s
creation for “Al Mujahdeen” terrorist groups later called “Al Qaeda” and instead, presenting
American history as the happiest history on earth, where all intentions are good, only misleads
and mis-educates Americans.
2) The dominating ideology in textbooks is the clash of civilizations between Muslim and
Western societies (Sewall, 2003). The similarities between Islam and Christianity as belief
systems have also become a major problem since both religions claim the “truth.” However,
Moore (2006) believed that the clash between Islam and the West is based on fundamental
differences in worldviews and cultural differences that lead to conflict and competition. The
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Clash of Civilizations by Samuel Huntington (1996) wrongly asserts that: “The relations
between Islam and Christianity, both Orthodox and Western, have often been stormy. Each has
been the other’s ‘Other’” (p.209). Huntington argued that Islamist terrorists are not the problem
with Western civilization but rather Islam itself. Moore (2006) has pointed out that the Christian
ideology of trinity and the Western secular philosophy of separation between State and Church
fundamentally conflict with Islamic ideology of tawheed (oneness of Allah) and unity of the
body, mind, and soul of individuals and societies. Similarly, the West does not accept Islamic
ideology, which opposes individualism, materialism, and a secular worldview and is based on the
ideology of collectivism, interdependence, and a clear set of rules for the individual and society.
3) The information presented about Islam and Muslims is unsophisticated, onedimensional, and biased (Niyozov & Pluim, 2009; Sewall, 2003). Sewall (2003) surveyed the
most frequently used world history textbooks in middle and high schools to analyze their
contents about Islam, Muslims, and the history of the Middle East. He found that the
representation in these textbooks is characterized by being unsophisticated, one-dimensional, and
biased. The misrepresentation of Muslims as jihadists took center stage. The term jihad is
defined by the Council on Islamic Education as “any spiritual, moral or physical struggle in the
cause of God, which can take many forms. In personal spheres, efforts such as obtaining an
education, trying to quit smoking, or controlling one’s temper are forms of jihad” (Sewall, 2003,
p.9). On the other hand, in the Library of Congress’ glossary, the term is wrongly referred to as
holy war, which the Council on Islamic Education referred to as a distortion and
misrepresentation (Sewall, 2003). Sewall (2003) noted that a high school textbook published by
Glencoe e, The Human Experience, defined jihad as: “holy struggle to bring Islam to other
lands” (p. 278). This definition comes closer to that provided by the Library of Congress;
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however, defining jihad this way enforces a false ideology that Muslims are invading Christian
lands. This definition of the term only reflects an understanding of the term from a Western
Christian perspective instead of reflecting a comprehensive meaning of the term from an Islamic
worldview. Other controversial topics as Shariaa, women’s status, and slavery (Sewall, 2003)
beg for extra material and critical discussions facilitated by an experienced and knowledgeable
teacher. Additionally, many Americans believe that Muslims are monolithic (Moghissi et al.,
2009). Consequently, the students do not distinguish militant Muslims from moderate Muslims
assuming that all Muslims are terrorists. This ideology has been repeatedly expressed in the
media and is widespread in American society among government officials and opinion leaders
(Nimer, 2007). Moore (2006) asserted that Muslims are just as conceptually, socio-culturally,
and politically diverse as Christians. Social studies teachers should seize such opportunities to
educate students, challenge stereotypes, and interrupt false ideology about Muslims (Moore,
2006).
4) Islam and Muslims’ contributions to modernity in science, architecture, culture,
geography, navigation, literature, and history are absent from Western textbooks (Niyozov
& Pluim, 2009; Moore, 2006). Moore (2006) believed the reason behind Muslim non-recognition
in educational textbooks is because of the contemporary social, economic, and political problems
that exist in the Middle East. He argued that these problems should not be an impediment in
recognizing Islamic civilization or Muslim contributions. On the other hand, Kincheloe &
Steinberg (2004) have maintained that excluding Muslims from the Eurocentric curriculum is a
result of intolerance. To some Republicans and many Americans, tolerance is misconceptualized as being anti-American. Tolerance is also falsely linked with civic values where
adhering to right wing ideas makes for a “true” American. However, Moore (2006) believed that
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fairness would allow for the recognition and curricular inclusion of at least a few Islamic
civilization contributions to humanity. Showing contributions of contemporary Muslim
Americans will help decrease the misconception and prejudice against Muslims and will
demonstrate the difference between militant and moderate Muslims.
5) Teachers’ attitudes towards difference. Many people assume that teachers are neutral
beings without ideologies, biases, and intolerance. A number of scholars challenge the idea that
teachers are non-ideological and maintain that Islamophobia is produced and reproduced through
teacher’s indifference to Islamophobic behaviors towards Muslim students. For example, Sirin
and Fine (2008) recorded an American-Palestinian Muslim girl’s complaint about her teachers’,
guidance counselors’, and the school administration’s lack of support and indifference regarding
a student who verbally abused her with impunity. This highlights how Islamophobia takes place
in seemingly “passive” situations and significantly impacts Muslim students and their sense of
safety in schools. There are also implications for her teachers’ unwillingness to confront
Islamophobic behaviors in schools. The teacher is therefore facilitating an Islamophobic culture
in the classroom. These examples indicate that teachers carry their own intolerance.
Finally, Elizabeth Herman (2011) conducted a study on how 9/11 is taught around the
world. She analyzed textbooks from 13 countries and found that countries that had a tense
relationship with the United States presented a critical view on the topic. For example, textbooks
from Brazil, India and China speak about the illegal war on Iraq that the United States pursued
post-9/11, while in Islamic countries such as Pakistan, the textbooks completely omit the identity
of the assailants and Turkish textbooks just omit their identities as Muslims. Chinese textbooks
speak about 9/11 as a sign of diminishing American hegemony unlike the American textbooks in
which 9/11 is spoken about as a sign of America’s victimization and then unity.
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Indeed, the events of post 9/11 and its aftermath facilitated negative and distorted
representation about Islam and Muslims in the media and educational textbooks. Such distorted
representations influence Teachers’material choices and pedagogies in a way that could foster
Islamophobia and negatively influence Muslim American students’ identity, citizenship and
sense of belonging.
Islamophobia, citizenship, and sense of not belonging
Post 9/11, Islam and Muslims became labeled as terrorists or supporters of terrorist
violence (Moghissi et al., 2009). This challenged their citizenship and their sense of belonging in
the United States (Moghissi et al., 2009). Therefore, Muslim Americans became concerned with
issues of citizenship, dissent, national belonging, labor, and civil and immigration rights in the
United States (Maira, 2009). According to Maira (2009), the discourse of empire has been
hidden in mainstream discussions about US global interests. Maira’s (2009) study Missing:
youth, citizenship and empire addresses the connection between the empire and individual every
day experiences. Maira (2009) drew from the work of Thomas Hansen and Finn Steputat and
developed an ethnographic method for studying empire through the lens of young immigrant
experiences. To her, “missing” referred to the existence of something very powerful but vague.
What has been missing from mainstream U.S. debates before and after 9/11 is the analysis of the
US as an Empire and its global interests, which is at the center of her study. She conducted 67
interviews and participant observations in various sites in Wellford Area of Boston and local
government employees working in youth programs. Maira (2009) selected her participants
among South Asian high school students, teachers, staff, parents of South Asian and non-South
Asian students, individuals active in the South Asian community, Muslim organizations, and
youth programs. Her study focused on everyday life and its connection with state, power, and
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experiences related to school, work, family, social relationships, and popular culture. She found
that the construction of Muslims as terrorists is formed by state dogmas and social discourses
that frame these youth as monolithic actors without agency. Examining historical and political
turning points in global history reveal the work of US Empire. Maira (2009) concluded that if
Muslim youth were portrayed as terrorist suspects, it is because of the lies the United States tells
about them through the mass media and popular culture.
Similarly, Safi (2007) identified a connection between Anti-Americanism and
Islamophobia saying that: “Anti-Americanism and Islamophobia share a common denominator:
Both are used in the war of ideas, particularly among people who stand on radical sides of the
political/ideological spectrum, both in Muslim societies and in the United States” (p. 21). Safi
explained that anti-American and Islamophobia “stem from the misrepresentation, ignorance, lies
and half truths put out by American extremists on the far right. We see how these people are bent
on delivering an ideological message to defame Islam and marginalize Muslims” (p. 21). Safi
argued that both anti-Americanism and Islamophobia are deeply embedded in the sentimentality
of humans’ love of supremacy, control, and power. He built his argument around the relationship
between America’s foreign policy and terrorism, as they have both contributed to the
intensification of anti-Americanism and Islamophobia. Many people do not recognize the
connection between both, but for Safi, they are interconnected. Safi expressed major concern
about America’s foreign policy intended to expand America’s interests at the expense of the
pride and welfare of other nations. Other concerns include the ideologies that try to divide
humanity into “Us” vs. “Them” by using notions of hatred.
Even though American political figures frequently emphasize that nations are
independent and they cannot control other nations, the expansion of globalization, transportation,
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and networking speak the opposite. Safi (2007) argued that American political figures often
deliver a standard message for nations such as the United States to exploit other nations in order
to defend its own material and political interests. He challenged their continuous use of the
words “democracy” and “freedom” to exploit other nations and to use militant forces against its
civilians in order to maintain domination and world order. Even though there has been a
continuous efforts invested by Muslim American public figures and leaders to bridge the gap
between Muslim societies and the West, their voices do not reach American citizens.
According to Kincheloe & Steinberg, (2004), corporations that serve the interests of the
privileged dominant groups in society mainly among far right republicans control the media and
textbooks. Therefore, they control what is said and to whom by the use of hegemony, violence,
and the law. No one dare stand up and say “I can’t advance my interests and the interests of my
neighbor at the expense of everybody else” (Safi, 2007, p.23). As a result, Muslim leaders’
voices cannot reach the common and other segmented classes of American society. Also,
allowing Muslim leaders’ voices to reach common Americans would work against the political
agenda of extremists and political figures from the far right who have global political interests in
the Muslim world and will develop a counter hegemonic discourse that would threaten public
consent on America’s foreign policy as well as reveal the real nature of the American hallmark
of democracy, freedom, and citizenship towards Muslim Americans (Kincheloe & Steinberg,
2004; Yoshino, 2005).
Islamophobia and Muslim American identity post 9/11 and the War on Terror
The term identity carries many different meanings in the literature. Miskovic (2007)
found that some scholars use the term “self” (Holstein & Gubrium, 2000), others use the term
“identity” (Schachter, 2005; Schwartz, 2005), and a third group of scholars use the term “self-

39

identity” (Yihong, Ying, Yuan, & Yan, 2005). Additionally, the definition of what constitutes an
identity varies among scholars. For example, Hoare (1991) claimed that identity is one’s
interconnectedness and understanding with one’s own self and its authenticity. Whereas
Schachter (2005) conceived of identity as a construction influenced by socio-cultural factors,
Gubrium and Holstein (1995) proposed an idea of the self in the process of continuously being
shaped by everyday practice in the local culture through shared resources, languages, and
institutions (as cited in Miskovic, 2007).
Both Miskovic (2007) and Kosmitzki (1996) believed that every person has certain
attributes that make him or her unique in addition to shared characteristics with others as a result
of the same ancestry and history. Additionally, they believed identity will constantly change
and become remade as people make meaning of themselves and the world around them. In
that sense, individual identity changes according to the context and time, and is influenced by the
cultural, social, and political context of its location. Miskovic (2007) stated, “Individual
identities are inseparable from their socio-cultural environment, as each individual's subjectivity
is shaped by the searching for meaning in that environment” (p. 514). Therefore, individual
experiences and meaning making in a specific context shape identity either positively or
negatively.
Additionally, language defines individuals and cultures by facilitating interactions among
people and helping with meaning making, self-representation, and self-identification. Therefore,
language is vital because “the meaning of one’s identity derives from the interdependence
between the personal and societal” (Miskovic, 2007, p.514). In addition, history is a great force
that shapes people’s identity. According to Baldwin (1965),
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The great force of history comes from the fact that we carry it within us, are
unconsciously controlled by it in many ways, and history is literally present in all what
we do. It could scarcely be otherwise, since it is to history that we owe our frames of
reference, our identities, and our aspirations (p.321)
Therefore, an individual’s history whether ethnic ancestry, the history of one’s original
homeland, or the historical conditions in the host society are carried within individuals, and
influences their identities. Also, according to Zine (2007), the expansion of transportation and
globalization helped identities to transcend borderlands and become constructed through
transnational networks. She critiqued the notions of identity in a postmodern perspective for
being vague and hard to uncover. Zine (2007) further argued that,“identities are not limited to
people’s performance in society, but also embedded within specific ideologies, beliefs and
reflected in patterns of behaviors and actions” (p.111). Therefore, ideology, religion, and
spirituality should be considered when discussing identity.
According to Moghissi et al. (2009), Muslims living in the United States have multiple
discursive identities: the religious, the national and the transnational. Muslim identities are so
diverse, yet have been constructed by the West through the lenses of either Orientalism or
fundamentalism post 9/11 (Zine, 2007). For instance, the label Muslim American emerged after
September 11, 2001 as a new social identity, which proves that identity is socially constructed
and historically bound. Nevertheless, it is a misleading label because it assumes that Muslims are
monolithic and that there is a single Muslim identity (Sirin & Fine, 2008). The government, the
media, political figures and Muslims living in America have adopted this label “to refer to
Americans of specific religious or Middle Eastern geographical origins” (Sirin & Fine, 2008,
p.4). Negative ascribed identities of Muslims as terrorists became scripted in the American
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social imagination. This Islamophobic construction of Muslims is similar to earlier colonial
representations of Muslims that served a similar political purpose of gaining public consent and
as justification for imperial, socio-cultural, and economic domination of Muslim societies (Said,
1979).
According to Naber (2008), after the attacks of 9/11, the Bush administration framed the
War on Terror as an endless and fluid war, which facilitated the administration’s harassment and
attack against a wide range of individuals, organizations, politicians, countries, and antioccupation movements like Hizbollah and Hamas all under the guise of the War on Terror and
the claim that all these people and groups are terrorist groups working with the Al Qaeda
network. The War on Terror also facilitated the endless war against terrorism in countries such as
Iraq and Afghanistan, the continuous support to Israel, and legitimization of their genocide
against the Palestinian people. Locally, however, the War on Terror took the form of attacks
against immigrants not for illegal immigration but for being perceived as enemies of the state.
There are specific characteristics for terrorists, and any individual fitting such “terrorist profile”
(Naber, 2008, p.284) faces interrogation and detention. The category “Muslim/Middle
Eastern/Arab” describes people from different ethnicities, geographies and even religions such as
Iranians, Arabs, Afghans, Christians, Indian Seikhs, Jews, and Muslims who are perceived to fit
the profile of a terrorist. Such a blurry profile allows for inclusion of a wide range of assumed
terrorist suspects, which facilitates abuse, discrimination, and harassment against any one who
might fit the stereotype.
Muslims face daily challenges trying to change these negative notions. It is especially
difficult for individuals who experience racial profiling, harassment, and hate crimes (Haque,
2004). Thus, Muslim Americans deal with these challenges by using different strategies. Some
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use the cover strategy, which is to conceal their Islamic identities by hiding any religious
symbol. For example, Muslim scholars encouraged women who wear the hijab to wear hats
instead and turtleneck pullovers after 9/11 (Moll, 2009). Others change their names to Western
names, for example, Mohamed became Mike, Mo or Smith and Joma’ah became Friday (Zine,
2006). Some put American flags in front of their houses. Interestingly this fear-based-form of
assimilation uncovers the concealed notions of civil rights and freedom that the United States
holds in the constitution (Haddad & Smith & Moore, 2006).
On the other hand, some Muslims completely assimilate to American societal values
because they were raised in non-practicing families (Zine, 2007). Abdo El Kholy (1950)
conducted a study on two Arab-Muslim communities in the United States in Detroit, MI and
Toledo, OH to assess their assimilation to American society after the communities’ lived in
isolation for almost a quarter century. He found assimilation to American mainstream society and
customs in terms of the type of occupation, language acquisition, place of residence, and neglect
of Islamic practices. Nevertheless, Muslims who do not choose to either assimilate or conceal
their Islamic identity use other survival strategies to maintain their religious identity, like
isolating themselves from American society by choosing not to interact at all. Their lives revolve
around their homes, their work, and the mosques (Moll, 2009). Muslims are not the only
religious group who use this strategy. Jewish groups used this strategy as well to maintain their
religious and cultural traditions in a heterogeneous environment. Shaffir (1979) suggested that
some of the strategies include: specific dress code, specific language, and a shared history as
identifying features that can be used to mark a group’s distinctive characteristics. Some Muslims
try to take a middle ground between assimilation and isolation by constructing a new Islamic
identity through forming and establishing affinity groups within an American context. While
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some are simply lost between two cultures not knowing what to do (Zine, 2004b), others suffer
from having multiple identities and living between many worlds (Moll, 2009).
Filling a Gap in the Literature
Post 9/11 literature mainly focus on Islamophobia (Haque, 2004; Zine, 2006), Muslim
American youth school experience (Merry, 2007; Zine, 2006), Muslim identity (Haddad &
Senzai & Smith, 2009; Abdo, 2006; Sirin & Fine, 2008), Muslim citizenship and belonging (Abu
El-Haj & Bonet, 2011; Maira, 2009; Moghissi et al., 2009), Islam and Muslim representations in
the media (Nimer, 2007; Safi, 2007), and Islam and Muslim representations in textbooks (Moore,
2006; Sewall, 2003). There are studies that address how teachers teach Muslim students
(Niyozov & Pluim, 2009) and even those that propose anti-Islamophobia curriculum (Van Driel,
2004; Zine, 2001). However, these studies are few and some of them are biased.
Some research does not engage in a critical debate or critically engage the topic from
nonwestern perspectives. Zine (2007) noted that most of the literature, including some literature
written by Muslims, seems to align with the media in enforcing negative representations of Islam
and Muslims. Much of the literature deconstructs Islamic identities based on the lenses of either
Orientalism or fundamentalism but not based on the lived realities of Muslims. For example,
some literature focused on politicizing Muslims, portraying it as a political force as in Maoz &
Sheffer’s (2002) article about the Muslim diaspora. They gave some accurate and valuable
information about the Muslim diaspora, nevertheless they discussed Muslim diaspora as a
political group that is using globalization to organize themselves and take over Western societies.
Additionally, Duderija (2007) wrote a literature review on identity construction of Western born
Muslims. He quoted some studies that see Muslim women who wear the hijab as being rigid,
closed minded, and maintaining their separateness and difference. He added that “this type of
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affirmation of ‘pure culture-free religious identity’ by alienated, marginalized and disempowered
Muslim youth is most frequently associated with global, militant Islam” (P. 152). Therefore, as a
Muslim woman who wears the hijab and who has no connection with any militant or radical
groups, I saw the need to conduct a study to include Muslim voices and to reflect the reality of
Muslim identities away from both these lenses that deconstruct and analyze Muslim identities
based on stereotypes created for colonial purposes and shift academia away from the realities of
Muslims.
Some literature presents Islamic identities as a form of resistance to hegemony,
imperialism, and racialization. For example, Abdo (2006) conducted a narrative study to record
the voices of Muslims about their identity after 9/11. Some Muslims she interviewed reported
that their Islamic identities revived as a result of the attacks against Islam and Muslims and due
to their exposure to alienation and marginalization in American society. Similarly, in her
ethnographic study in Canada, Zine (2004b) mentions that some Muslim students develop their
Islamic identities with the aid of communities of support and Muslim organizations on campuses
as a form of resistance to Western imperialism. On the other hand, Haddad (2004) argues that the
lack of discussion surrounding the Americanization of Muslims leaves a void in the literature.
The only empirical study that addresses this issue is a study conducted by Abdo El Kholy in
1950 who studied two Arab societies in Detroit, Michigan and examined the assimilation and
Americanization of both communities. Nevertheless, according to Zine (2007), most of the
studies fail to locate religious identities as a component of social identities that individuals carry
along with their race, class, gender, ethnicity, sexuality, and national identity. Moghissi et al.
(2009) argues that Muslims are diverse not only in their racial and ethno-cultural identities, but
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also in their religious sects and religious practice. Ignoring these differences is problematic in
academia because it will lead to dishonest and distorted data and conclusions.
Thus, empirical studies that focus on the reality of Muslim American identities are limited.
Furthermore, there are few studies that consider the diversity of Muslims in terms of race,
ethnicity, citizenship, culture, religious practice, and the political views that influence their
relationship with the host society and with each other. Furthermore, not only is the literature
about Islamophobia in the United States educational system confined, but there is also a gap in
the literature that links Muslim American students’ identity to the context of post 9/11 neoliberal capitalism. Additionally, there are even fewer studies that interview teachers about their
pedagogy of 9/11 and the War on Terror, or interviewed Muslim American students about how
their teachers instruct these topics. Indeed, Niyozov & Pluim (2009) argued that teachers’ voices
on Muslim students’ education is missing from the literature. This study fills all these gaps in
the literature and provides recommendations to aid teachers in instructing such topics as well as
strategies to deal with associated pedagogical challenges.
Furthermore, because textbook analysis of 9/11 and the War on Terror representations in
social studies textbooks is limited in academic literature (Weinbrenner, 1990), this study fills this
gap by analyzing six commonly used 11th grade US history textbooks for their representation of
9/11 and the War on Terror. This approach provides some important context for how the
categories of nation, citizen, and outsider are constructed,
Overall, this study investigates the reproduction of Islamophobia through teachers’
pedagogies and textbooks in educational sites and examines the role of Islamophobia—as a
system of oppression that has national and global agends in the context of neo-liberalism—on
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shaping Muslim American students’ social, cultural, and educational experiences, as well as their
religious and national identity and belonging. The goal of the study is to confront Islamophobia
by providing alternative perspectives about these topics for teachers’consideration to help them
engage their students in dialectical and dialogical processes to develop critical thinking and
achieve critical education (Freire, 1987).

Theoretical Framework
Multiple theoretical frameworks guide the inquiry of this study because of the
complexity of the issues being studied. The frameworks speak to the pedagogical, socio-cultural,
conceptual, and political sides of the topic investigated and were particularly chosen to uncover
the relationship between ideology, education, power, and discrimination that shape the post 9/11
United States. These frameworks include: anti-Islamophobia and anti-imperialist perspectives
and critical pedagogy.
Anti-Islamophobia Perspective.
The anti-Islamophobia perspective focuses more closely on Islamophobia as one of the
United States’ governmental tools to validate marginalization and discrimination against Muslim
Americans in the United States and to justify wars, hegemony, and imperialism against Muslim
societies abroad. Islamophobia is an ideology created by dominant discourses that present
Muslims as terrorists, violent, backwards, and disloyal citizens that threaten the nation. This
ideology is used to instill fear among American citizens, to unify their emotions, and to develop
policies to reshape the structure of their citizenship (Maira, 2009). The dominant discourse uses
the educational system to reproduce Islamophobia through selective tradition and hegemony.
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Therefore, Islamophobia is part of an oppressive system that has used 9/11 to instill fear of
Muslims and discriminate against them on a local and a global scale. Further, Said (2003) stated
that:
Several generations of Americans have come to see the Arab world mainly as a
dangerous place, where terrorism and religious fanaticism are spawned, and where a
gratuitous anti-Americanism is mischievously inculcated in the young by badlyintentioned clerics who are anti-democratic and virulently anti-Semitic. Ignorance is
directly translated into knowledge in such cases (p.3).
As a result of the misinformation about Islam and Muslims, ignorance became
widespread inside and outside of United States schools. Therefore, in this study, the goal of
Zine’s (2001) anti-Islamophobia perspective is to demystify, interrogate, and challenge
Islamophobia. Zine (2001) argues that in spite of the challenges that many Muslims face as a
result of Islamophobia, Muslim children continue to suffer the most because of the limited
support they find at schools and the reluctance of many educators to address the challenges they
face. For example, Zine (2001) found resistance to addressing issues of racism and Islamophobia
in the school districts she visited in Toronto. She was even shocked to find the concept of
Islamophobia unknown among anti-racist educators. This inspired anti-racist pedagogy experts
to frame a critical pedagogical framework to challenge Islamophobia and highlight its negative
influence on Muslims in all walks of life. Zine (2001) traced the anti-Islamophobia perspective
within the framework of an integrative anti-racism perspective that acknowledges race, class,
gender, age, ethnicity, and religion as interlocking systems of oppression that sustain one
another. Based on this understanding, the anti-Islamophobia perspective challenges
misconceptions about Islam as a religion and instead highlights the religion’s grounding in peace
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and social justice. In addition, this approach interrupts false ideology about Muslims’ history and
culture by encouraging counter narratives. Other foundational factors of this perspective include
rupturing systems of oppression that produce, reproduce, and sustain inequality based on social
differences of race, class, gender, ethnicity, and religion that marginalize groups and
demystifying and challenging stereotypes about Muslims in the mass media, popular culture,
educational curricula, and other sources of knowledge. Demystifying and deconstructing these
negative representations help non-Muslims to use critical thinking to discharge their negative
influence of dividing the nation into “Us” vs. “Them” and to reveal how oppressive mechanisms
function to produce and reproduce Islamophobia and inequality.
Anti-imperialist perspective.
Maira (2009) saw a connection between cultural misrepresentations about Islam and
Muslims and the economic, military, and political expansion of the United States Empire. In her
view, the War on Terrorism is “a battle about the meaning of cultural citizenship” (p.13) and that
in order for the government to restructure an imperial state in the neo-liberal capitalism era, they
use negative cultural representations about Islam and Muslims as well as policing practices. In
Maira’s (2009) words:
It uses a cultural discourse to emphasize values about a clashing civilization that
presumably explain the “radicalization” of Muslim youth alienated from “Western”
values and notions of liberal (and supposedly secular) democracy. The imperial state is
constituted in these political as well as cultural processes of contestation, representation,
classification, surveillance, and everyday disciplinary practices that shape cultural
citizenship (p.13).
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In the context of post 9/11 and the War on Terror, Muslim American students’ lives and
experiences need to be understood from an anti-imperial perspective because of the huge role
that imperial power plays in their lives in terms of state policies, socio-cultural discourses and
practices, and foreign policies (Abu El-Haj & Bonet, 2011). As the students in the study are
affected by the War on Terror through state policies of surveillance and scrutiny, social and
cultural stereotyping and discrimination in the media, at work, at school, at the university, in the
street and at the airport. They also have transnational connections with their ancestral homeland
and belong to some countries perceived as a threat to the United States security.
According to Said (2003):
The great modern empires have never been held together only by military power but by
what activates that power, puts it to use and then reinforces it with daily practices of
domination, conviction, and authority. The key element is imperial perspective, that way
of looking at a distant foreign reality by subordinating it to one's gaze, constructing its
history from one's own point of view, seeing its people as subjects whose fate is to be
decided not by them but by what distant administrators think is best for them. From such
willful perspectives actual ideas develop, including the theory that imperialism is a
benign and necessary thing (p.1).

Said (2003) argued that Orientalism is the lens through which the West views the Muslim
and Arab world to justify their oppression and colonization. Like other empires, the United
States tells its people and the world that “it has a mission certainly not to plunder and control but
to educate and liberate the peoples and places it rules directly or indirectly” (Said, 2003, p.1).
Nevertheless, Said (2003) argued:
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Yet these ideas are not shared by the people who live there, whose views are in many
cases directly opposite. Nevertheless, this hasn't prevented the whole apparatus of
American information, policy, and decision-making about the Arab/Islamic world from
imposing its perspectives not just on Arabs and Muslims but on Americans, whose
sources of information about the Arabs and Islam are woefully, indeed tragically,
inadequate (p.2)

On the other hand, Hardt and Negri (2004) stated that the United States is not considered
imperialist since it is unlike earlier forms of European imperialism that established colonies and
direct dominance of other nations; instead, the United States exercises its dominance from a
distance through global economic, militant, and political networks and hegemonic power. The
neo-liberal capitalistic ideology facilitated by the expansion in communication and transportation
aided the United States Empire in its hegemonic dominance and its quick covert military
operations and proxy wars particularly after Vietnam War helped to avoid scrutiny by the
American public. However, according to Hardt and Negri (2004), the United States Empire
sometimes breaks the rules and “its military is midstream between imperialism and empire”
(p.59). Thus, the empire maneuvers its strategies between national and global interventions of
war and power (Maira, 2009). Maira (2009) stated that the United States uses the strategy of
“non-colonial imperial expansion” (p.4) as a form of “open door imperialism” (p.4) in order to
administer its global, economic, and political expansion without paying the expenses of direct
imperialism of nation states.
According to Kaplan (2005), the new form of empire in the neo-liberal capitalism context
allowed the United States to establish and control new territories to various degrees and to create
new categories of citizenship while concealing its imperialistic activities. Maira (2009) explained
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that “the deterritorialization and ambiguity of U.S. imperial control underlie the mythologies
justifying imperial policies in the name of humanitarian intervention and obscuring the settler
colonial roots of nation-state” (Maira, 2009, p.51). The United States Empire covers its
imperialistic goals by using the rhetoric of democracy and freedom to justify neo-colonial
occupations; for example, the War on Terror was framed as a “war for democracy” (Maira, 2009,
p.52).
In this study, it was important to use an anti-imperialist perspective to understand Muslim
American students’ social, cultural, and educational experiences in a national and global
perspective since most of the participants have family ties in transnational communities attacked
by the United States military or perceived to be a threat to the national security of the United
States.
In the context of globalization, 9/11 helped in reorganizing and restructuring dominance
and subordinate relationships on the local, national, regional, and international level (Apple,
2004). With the expansion of global capitalism, neo-liberal ideology is imposed as the best
means to transform and regulate the global economy (Fairclough, 2003). Neo-liberalism is used
to restructure relationships between institutions on a local and global scale to facilitate the
expansion of the United States Empire and facilitate the empire’s global economic dominance.
According to Bourdieu (1998), schools help universalize neo-liberal ideology and reproduce
subjects who conform to a specific style of life required for the transformation process and
expansion of neo-liberal capitalism. In that sense, schools reproduce dominant subjects, laborers,
and consumers in neo-liberal capitalism. Indeed, Apple (2004) confirmed that: “current neoliberal and neo-conservative policies in almost every sphere of society – marketization, national
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curricula and national testing are representatives of these policies in education – have differential
and rationalizing effects” (p.xi).
With that in mind, an anti-imperialist perspective allows the study to subvert power and
provide philosophical foundations that involve cognitive, pedagogic, and political engagement to
interrupt, interrogate, and challenge knowledge based on imperialist agendas that stereotype
Muslims and propagate Islamophobia based on misinformation. An anti-imperialist perspective
is also used to expose hegemonic works and selective tradition in different forms and sources of
knowledge that rationalize or justify imperialism and institutionalized discrimination. This
framework also validates knowledge emanating from people’s experiences as a way to subvert
power and disrupt imperialistic agendas.
Critical pedagogy.
Critical pedagogy is an educational movement that stresses that knowledge is power and
calls for critical education, a key component of which is Freire’s concept of literacy. Freire
(1987) called for a comprehensive understanding of literacy as a “relationship of the learners to
the world, mediated by the transforming practice of this world taking place in the very general
milieu in which travelers learn” (p.viii). Freire (1987) argued that the main purpose of literacy is
to empower humans to interrogate ideologies and systems of oppression in order to transform
injustice in the society. Therefore, in order for literacy to become meaningful, the acts of reading
and writing the words start with a comprehensive and deep understanding of the world. Freire
(1987) recommended learning the knowledge that the deep meanings of how the world operates
in its socio-historical context, rather than that which serves the dominant society’s interests. In
Freire’s theory, he focused on the importance of consciousness and “looking and looking again
at the role of an awareness of awareness, of thinking about thinking, of interpreting our
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interpretations” (pxi). In other words, being and becoming critical of our perceptions of what
seems to be obvious. Freire (1970) argued for the development of students’ consciousness of
freedom, to identify oppressive tendencies, and to take action towards social justice. In that
sense, “reading is seen as an intellectual process….it emphasizes a process that allows students
to analyze and critique issues raised in the text with an increasing level of complexity” (Freire,
1987, p.152). Freire (1987) asserted that understanding all sides of an argument develops
transformative perspectives as a means of creating knowledge that is meaningful for the students.
Such development is based on dialectical thinking, reflection, and dialogue. Dialectical thinking
will help students to develop intellectual abilities to formulate an opinion while being respectful
of others.
Even though Firere's literacy programs were designed for the poor and opressed, his
theory could be applied to understand any oppressive regime or system. In the case of ths study,
Freire’s theory about literacy could be applied to understand Islamophobia in the media,
teachers’ pedagogies, and educational textbooks. For example, there are countless stereotypes
and negative visual and discursive representations presented about Muslims in the news media,
films, books, and educational textbooks as well as increasing anti-Islamic statements by wellknown evangelical leaders including Jerry Falwell, Pat Robertson, and Franklin Graham who
described Islam as an “evil and wicked religion” (Abdo, 2006). These stereotypes saturate the
American consciousness with negative ideas about Muslims in general and the Islamic religion
in particular. In that case, critical pedagogy helps Muslim American students to understand their
situation in the post 9/11 United States society, to confront such Islamophobia, and to change
injustice. Critical pedagogy also enables teachers and non-Muslim students to understand
oppressive regimes that stigmatize Muslims and cause a division in the society and further allows
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teachers and students to deconstruct hegemony and selective tradition in educational textbooks
that construct Muslim Americans as terrorists, outsiders and enemies of the United States.
According to Apple (2004), teachers are not immune; negative representations in the
media and educational textbooks about Islam and Muslims also influence teachers’ pedagogy of
Islam, Muslims, 9/11, and the War on Terror. Indeed, Freire (1987) argued that critical illiteracy
is widespread in the United States due to a banking model of education that operates in the
educational system. Banking education “inhibits creativity and domesticates the intentionality of
consciousness by isolating consciousness from the world, thereby denying people their
ontological and historical vocation of becoming more fully human” (Freire, 1970, p.84).
Additionally, the banking system of education conceals reality by separating humans from their
historical existence. In Freire’s (1970) words, “Reality is a process undergoing constant
transformation, if men and women are searchers and their ontological vocation is humanization,
sooner or later they may perceive this contradiction in which banking education seeks to
maintain them and then engage themselves in the struggle for their liberation” (p.75). Freire
(1970) and other pioneers in critical pedagogy have argued that the educational system plays an
important role in the reproduction of inequality in society. Bowles and Gintis (1976) focused on
the role of schools as institutions in the economic sector of society to select and mobilize
individuals to certain economic roles in the process of reproduction and the division of labor.
Apple (2004) argued that an economic analysis sheds light on the economic role of schools but
does not analyze day-to-day activities that enable dominant mechanisms to produce inequality.
He asserted that, “The focus then should be on the ideological and cultural mediations which
exist between the material conditions of an unequal society and the formation of the
consciousness of the individual in that society” (p.2). Cultural and ideological mechanisms at
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schools reproduce inequality through re-creation and distribution of cultural capital, selective
tradition, and cultural and ideological hegemony.
In order to understand how schools reproduce and distribute cultural capital, analysis of
the concepts of hegemony, ideology, and selective tradition need to be examined and understood
through what Apple (2004) terms as relational analysis where things are given meanings
relationally by their complex ties and connections to how society is organized and controlled.
Apple (2004) argued that the role of critical educators is to focus on achieving social justice and
educational equality among the students. This requires them to scrutinize the day to day activities
at schools that help in the reproduction of the dominant culture and the stratification of students
along socially, culturally and economically oppressive lines.
As an educator and a researcher committed to critical education centered on social
justice, I chose critical pedagogy as one of the frameworks to guide my study. According to
Freire (1970), this pedagogy focuses on cyclical discovery, examination, reflection, and
interrogation of oppression and its causes for the struggle of liberation and human rights. In the
struggle, this pedagogy will be made and remade.
Critical pedagogy and anti-imperialist perspectives share a focus on the role of ideology
in saturating society with hegemonic ideas that are universalized as common sense and presented
as beneficiary to the entire society only benefiting certain groups. Thus, using these frameworks
in this study seeks to help teachers and students recognize hegemonic tendencies through critical
reading of texts and experiences (Apple, 2004; Giroux, 2010). For example, surveillance of
Muslim Americans within United States borders and the global War on Terror are presented to
the American society as policies required for national security and democracy. Nevertheless,
Maira (2009) believed that economic, military, and political imperialism are the purpose behind
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such policies and nation-state global activities. On the other hand, both frameworks focus on the
role of the educational system to universalize and indoctrinate students with such hegemonic
ideas. The frameworks differ. Critical pedagogy focuses more specifically on the role of
education and teachers to educate students about the real world and develop critical thinking
skills required to extend their consciousness, help them identify hegemony, and transform
injustice. However, an anti-imperialist perspective is more focused on Muslim American
students’ social, cultural, and educational experiences after 9/11 and links their experiences to a
national and global imperialist agenda.
Critical anti-Islamophobic, anti-imperialist pedagogy.
The context of post 9/11, the War on Terror and neo-liberal, capitalistic imperialism
necessitates a critical framework that pulls together an anti-imperialist perspective, critical
pedagogy, and an anti-Islamophobia perspective to highlight national and global imperialism and
its social, cultural, and pedagogic practices that have marginalized Muslim American students
inside and outside of schools and impacted their education, identity, citizenship, and sense of
belonging. This philosophical framework seeks to develop students’ critical thinking skills to
uncover hegemony, to demystify and challenge Islamophobia, and to disrupt imperialism. In that
sense, critical anti-Islamophobic anti-imperialist pedagogy is based on the following
philosophical principles:
1. Critical anti-Islamophobic, anti-imperialist pedagogy views critical education as a key
for progressive societal transformation since it helps students become aware of the
hegemonic forces that rule their lives and shape their consciousness (Freire, 1970). This
principle calls for demystifying stereotypes about Islam and Muslims presented in the media and
educational pedagogies that promote anti-Muslim sentiments and Islamophobia. It also calls for
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investigating the relationship between Islamophobia and national and global imperialist projects.
2. Critical anti-Islamophobic, anti-imperialist pedagogy holds that education is political; it
produces not only knowledge but also political subjects (Freire, 1970). Private problems must
be understood in relation to larger public issues, and the way we think about politics shouldn’t be
separate from how we understand the world, power, and how we live our lives (Apple, 2004).
This principle encourages an investigation of the relational analysis of the social, cultural,
pedagogic, and political systems that collaboratively oppress Muslims.
3. Critical anti-Islamophobic, anti-imperialist pedagogy requires the use of a language that
allows for the discussion of power, justice, struggle, and inequality as separate issues.
Educational curricula should not be treated as sacred but should be flexible enough to allow renaming and re-reading political terms and expressions (Giroux, 2010). This principle calls for
naming Islamophobia, examining its causes and remedies, and connecting local policies against
Muslim Americans to global imperialist projects. It also calls for investigating educational
curricula and pedagogies to examine the presence or concealment of Islamophobia. This
principle further encourages the use of diverse resources to identify hegemony and uncover
stereotypes and misinformation about Islam and Muslims.
4. Students bring in prior knowledge to the classroom, therefore what is being taught needs
to relate to students’ lived experiences (Freire, 1987). This principle validates Muslim
American students’ social, cultural and educational experiences and calls for the examination of
such experiences to understand, interrogate, and challenge oppressive systems that discrimina//te
against Muslim Americans. This principle also gives a chance for Muslim American students to
talk about their experiences, address Islamophobia concerns, and interject when required to
mitigate misconceptions about Islam and Muslims.
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5. Critical teachers are transformative intellectuals who hold specific political and social
locations. Their role is to teach students to think and act independently for the purpose of
creating a democratic classroom (Sleeter, 2005) and a more socially just world based on values
of critical thinking, freedom, and equality (Giroux, 2010). This principle encourages critical
teachers to liberate themselves and their students from hegemonic one-dimensional and biased
ideologies that follow the media’s messages about Islam and Muslims and to instead model for
and embed in their students the critical skills required to unveil the hidden curriculum and
underlying anti-Islam messages in the media and curriculum.
6. History must be seen as an opportunity to learn from the past and not a deterministic
factor that dictates the future (Freire, 1970). This principle calls for critically analyzing history
to examine the roots of Islamophobia and anti-Muslim sentiments and use this information as a
means to understanding current and future events that link local policies to global imperialist
projects.
7. With the rise of technology, communication and globalization, the world became
interconnected. Therefore the local must be understood in relation to global events
(Giroux, 2010). For example after 9/11, particularly with the War on Terror, America’s foreign
policy plays a role in shaping Muslim American students’ identities in terms of their religious
affiliation, American citizenship, and their transnational connections with their ancestral home
country. Therefore, Muslim American students’ identities need to be understood from a global
imperialist perspective.
8. Teachers play a critical role in stimulating social change making pedagogy more political
by building coalitions, affiliations, and social movements capable of mobilizing people and
(Giroux, 2010). Critical teachers play a vital role in confronting Islamophobia by initiating
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contact with Muslims (leaders and community members) and building anti-Islamophobic, antiimperialist coalitions with other teachers and social justice organizations.
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Chapter 3 Research Methodology
The events of 9/11 and the aftermath continue to cause life changes for Muslim American
students inside and outside schools. Ignorance and misunderstanding about the population have
assisted anti-Muslims to craft Islamophobic and negative representations that construct Muslims
as terrorists, violent, and disloyal American citizens. Such representations expose Muslim
American students to social, cultural, and educational exclusion and isolation. In order to
challenge negative representations and stereotypes about Muslims and to demystify and
challenge Islamophobia, it is essential to investigate Muslim American students’ social, cultural
and educational experiences after 9/11 and explore how their experiences influence their
education, identity, citizenship, and sense of belonging. Knowing that schools are part of a
system that universalizes an ideology and reproduces Islamophobia, it is essential to investigate
how teachers instruct about 9/11 and the War on Terror, what resources they use, and what
controversies they face. It is also important to examine the curricula in the form of textbooks to
analyze their representation of 9/11 and the War on Terror and how they construct notions of
citizenship, nationalism, and outsider. Therefore this study answers the following research
questions:
1. What are Muslim American students’ social, cultural, and educational experiences
since/post 9/11?
2. What is the relationship between Muslim American students' experiences and their sense
of personal religious and national identities and sense of belonging as Muslim
Americans?
3. What are teachers’ pedagogy on 9/11 and the War on Terror?
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4. How are the events of 9/11 and the War on Terror presented in educational textbooks?
More specifically, how are notions of nationalism, citizenship, and patriotism constructed
in the context of discussing 9/11and the War on Terror?
To this end, the methodologies employed in this study involved: (1) qualitative research
interviews centered on Muslim American students’ and social studies teachers’ viewpoints and
perspectives to investigate two issues: (a) Muslim American students’ social, cultural and
educational experiences since 9/11 and how their experiences impacted their sense of personal
religious and national identity as Muslim Americans; (b) Teachers’ pedagogy regarding the
events on 9/11 and the War on Terror. and (2) Textbook analysis methodology to investigate
representations of 9/11 and the War on Terror in educational textbooks and how categories of
citizenship, patriotism and outsider are constructed. I did not collect any quantitative data since
the textbook analysis was entirely qualitative in nature. Therefore, the two methodologies used in
this study complement each other since it was important to obtain both the perspectives of
teachers and Muslim students as well as to analyze the curriculum and educational textbooks that
teachers’ use to teach about 9/11 and the War on Terror.
These methodologies also helped achieve some of the goals of this study such as: (1) to
provide Muslim American students an opportunity to voice and validate their experiences; (2) to
challenge pre-existing assumptions, and to provide a clear understanding about Muslim
American students and the challenges they face in order to help educators and policy makers
develop new tools to assist this marginalized population; (3) to better understand how categories
of nationalism, citizenship, and patriotism are constructed within and outside of schools and in
the curriculum; (4) to understand teachers' approaches to teaching about 9/11 and the War on
Terror to examine whether their approaches foster Islamophobia or combat it; (5) This project
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also offers suggestions for anti-Islamophobic, anti-imperialist educational initiatives to assist in
teaching about 9/11 and the War on Terror in a way that alleviates misconceptions about Islam
and Muslims and to challenge Islamophobia and national and global imperialism.
In this chapter, I first describe the methodological traditions that guide this research.
Then, I discuss the research questions and the sample and sampling method. I then describe the
methods of data collection and methods of data analysis. Finally, I explain my role as a
researcher and discuss the validity and limitations of the study.
Methodological Traditions
Qualitative Research Interviews.
I chose qualitative research interviews as one of the leading methodologies of this study.
The qualitative research interview methodology is based on conducting professional
conversations about people’s daily lives (Kvale & Brinkmann, 2009). This methodology
understands that humans as subjects of investigation are able to use language to think and
communicate their thoughts. “The knowledge created by the inter-view is inter-relational and
inter-subjective” (Kvale & Brinkmann, 2009, p.54). Interviews are sites that allow participants to
say their stories and make sense of their social realities. According to Seidman (2006), when
participants tell their stories, they connect to their inter-voice of their consciousness and speak
out their thoughts. Thus, qualitative interviews allow researchers to understand people’s worlds
of meaning. Seidman (2006) stated that, “if a researcher’s goal is to understand the meaning
people involved in education make of their experience, then interviewing provides a necessary, if
not always completely sufficient, avenue of inquiry” (p.11). Therefore, in an attempt to
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understand my student and teacher participants’ meaning making of their experiences, I chose
qualitative research interviews as the best methodology to achieve this goal.
Additionally, Kvale & Brinkmann (2009) argued that the qualitative research interview
methodology “is an inter-view, where knowledge is constructed in the inter-action between the
interviewer and the interviewee. An interview is literally an inter view, an inter-change of views
between two persons conversing about a theme of mutual interest” (p.2). Although the
interviewer and interviewee are co-constructors of knowledge through their conversation (Freire,
1970), the interviewer and interviewee are not equal since the interviewer is the one guiding the
conversation. Kvale & Brinkmann (2009) asserted that, as a skilled craft, interviewing depends
on the sensible judgment of the interviewer following specific governed methods. The
interviewing technique could be learned by practice and is judged by the quality of the
knowledge produced.
There were many advantages of using qualitative research interviews in this study. First,
this research methodology was suitable to my epistemological assumptions that humans hold and
are producers of knowledge. This methodology helped my participants voice their experiences
(Rudestam, 2007) thus achieving one of the goals of this research. Additionally, as a
methodology consistent with people’s ability to use language and make meaning (Seidman,
2006), qualitative research interviews fulfilled my personal interest in learning about other
people’s stories and their meaning-making surrounding them and allowed me to obtain powerful
information about my participants’ lived experiences. This methodology also allowed me to
understand educational and social issues such as Islamophobia through understanding the
coherent experiences across participants. As a researcher, this methodology taught me that
human beings’ experiences are worth investigation and inspired me to conduct further research
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to understand other social and educational issues through human experiences. On a personal
level, this methodology taught me to listen more than talk, stay humble, and recognize my limits
in understanding others and general knowledge.
Textbook Analysis.
Along with the qualitative interview methodology, I chose to conduct textbook analyses
of educational textbooks. In case of 9/11 and the War on Terror, it was important to deploy a
methodology to understand the philosophical assumptions behind textbook analysis and how this
methodology provides pedagogical implications for teachers conducting such research. This
methodology focuses on the importance of text in universalizing an ideology (Fairclough, 2003).
According to Pingel (2000), when analyzing textbooks, researchers focus on two aspects: 1. the
pedagogical implications of the text and 2. the contents of the text in terms of what is included,
what is omitted, and why. Pingel (2000) suggested quantitative and qualitative methodological
approaches to analyzing textbooks depending on the purpose of the research. Quantitative
methods investigate the occurrence and space of particular, words, names, places, and dates in
the text. In this study, quantitative methods were limited and deployed only to measure and
compare the number of pages and pictures about 9/11 and the War on Terror in educational
textbooks. Pingel (2000) further stated that using qualitative methods to analyze textbooks
provides deep and rich data. This study mainly used qualitative methods when analyzing
educational textbooks.
Weinbrenner (1992) pointed out that textbook analysis has not yet been established as a
theory or methodology leaving a large gap. By using this methodology in this study, my work
contributes to a field of study that is still emerging and evolving. Weinbrenner (1992) further
argued that there are not yet reliable methods and instruments by which to assess the analysis of
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textbooks. Some scholars like Apple (1986) developed critical analysis of textbooks but did not
focus on the methodology or even identified the textbooks to which he referred. Therefore, in
order to conduct textbook analysis, Fetsko (1992) suggests that the researcher develop a set of
questions geared towards investigating a specific issue. Since I was investigating textbook
representations of 9/11 and the War on Terror to understand how categories of nationalism,
citizenship, and belonging are constructed, I developed my instrumentation questions to
investigate these issues (included in the data collection section of this chapter).
Site selection
This study was conducted in New Mexico, a state located in the Southwest of United
States in which I have lived for six years and where I completed my M.A. degree. According to
the Islamic Center of New Mexico, the Muslim population of New Mexico is small; it was hard
to obtain an accurate population count but it is said to be between 3500-5000 individuals. New
Mexico’s dominant Muslim populations include South Asians and Palestinian Arabs. Other
ethnicities exist in very small numbers and include: Algerians, Afghans, African Americans,
Caucasians, Egyptians, Iraqis, Latinos, Moroccans, Native Americans, Sudanese, Syrians,
Yemenis, and mixed ethnicities. Therefore, New Mexico’s Muslim population is not
representative of the larger Muslim population of the United States because of the limited
number of individuals of each ethnicity. I selected New Mexico as the location for the study
because it was a convenient sample since I lived in the state at the time. Also, the limited
number of Muslims made it hard for many non-Muslims who live in New Mexico to meet
Muslims or have interaction with them.
Furthermore, New Mexico is isolated from the epicenter of 9/11 and Islamophobia
making it a good location to examine three things: 1. the impact of 9/11 and Islamophobia and
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how 9/11 caused change in social interactions and educational pedagogies that impacted Muslim
American students, 2. the dispersion of Islamophobia after 9/11 and how far its impact spread
across the United States, and 3. the intensity of Islamophobia in terms of depth of feeling.
Also, I obtained my level 1 teaching license and completed my student teaching in New
Mexico schools, which familiarized me with the New Mexico educational system and allowed
me to examine textbooks, interact with teachers, observe school systems in operation and closely
examine New Mexico state standards.
Finally, I was an active member of the Muslim Student Association at the University and
an active member of the Muslim community of New Mexico. At the university, I was on the
board of the Muslim Student Association and was involved in organizing many events that
invited multiple scholars to create awareness about Islam to both Muslims and non-Muslims.
With regards to the Muslim community, I was involved in many projects like the Sunday school
to teach children Arabic and Islam, project share to help feed the homeless, and prison dawa,
which offers visits to Muslims in prison to lift their spirits and teach them about Islam. These
experiences helped me build a positive rapport with many Muslims and facilitated the selection
and interviewing of Muslim student participants.
Participants
Participants are comprised of two groups: Muslim American students and high school
social studies teachers.
Muslim American student participants.
Part of this study was to investigate how Muslim American students’ social, cultural, and
educational experiences since 9/11 impacted their sense of religious and national identity as
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Muslim Americans. In order to investigate this issue, I used a purposive sampling method to
select Muslim American students to participate in this research. I included only those second and
third generation Muslim Americans between the ages of 18-26 who have been educated in New
Mexico, United States, which ensured that the participants experienced New Mexico’s
educational system during 9/11 or its aftermath and therefore offered valuable information to the
study. I selected second generation and beyond because their experiences and the study direction
is framed for this population since they were born, raised, and lived in the United States almost
all their lives. Unlike, for example, Japanese Americans, the Muslim American category is
grounded in religion and not nationality. Even though not all my participants are practicing
Muslims, they consider themselves Muslims because of their affiliation with the Islamic religion
(Sirin & Fine, 2008). Also, since the participants of the study are 2nd generation and beyond, they
are American citizens who have been born and raised in the US. 9/11 and its aftermath shaped
and continues to shape their experiences and identity in a way that allows them to answer
particular questions related to citizenship and belonging that other generations such as 1.5 could
not. On the other hand 1.5 generation and legal or illegal immigrants were born and raised in
other countries, immigrated differently, and understand citizenship rights and labor regulations
that shape their experiences differently (Maira, 2009). Consequently, the issues investigated with
either 1.5-generation, legal, or illegal immigrants would have been different as well.
According to Seidman (2006), some scholars argued that in an emerging research design,
researchers should not specify a certain number of participants; instead they should keep on
adding participants as new dimensions of issues become apparent, which happened for this
study. For instance, I originally proposed interviewing 20 participants. However, after
interviewing seven participants, I felt that the information was repetitive and that I was not
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learning anything new about the topic. Lincoln & Guba (1985) stated that repetitive information
is a sign that indicates to the researcher that he/she has “enough” data and should stop
interviewing more participants. In that case, Seidman (2006) argues that researchers should
interview a few more participants in order to have thick data to select from and strengthen the
data that they have gathered thus far. So, I ended up interviewing nine Muslim American student
participants.
Even though the label Muslim American unites many people who are American citizens
and also affiliated with the Islamic religion, Sirin & Fine (2008) caution from the label Muslim
American since it lumps large groups of people under one category, ignoring their diversity. In
order to avoid this problem in their mixed methods study about Muslim American youth Sirin &
Fine (2008) recorded data that shows the diversity among the group. Therefore, I followed their
lead and recorded the diversity of my Muslim American student participants in terms of age,
languages, gender, religious sect, and ethnic origin. Including the diversity of my participants is
important to project my participants’ experiences in relation to their individual contexts. For
instance, showing that one of my participants has an Iranian heritage reveals some experiences
related to identity and belonging both in Iran and the United States as well as experiences of
surveillance in the United States because of her Iranian heritage. Also, another participant lived
in a religiously diverse household, and that influenced the way she perceived herself as a
Muslim. Additionally, Seidman (2006) mentioned that the research sample needs to be
representative of the larger population. Following Seidman’s (2006) suggestion, I selected
diverse participants to represent the diverse New Mexico Muslim community. Despite the small
sample of each category, the diversity among participants is representative of the collective
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experience of Muslim American students after 9/11. I recorded participants’ demographics as
they filled them out in a pre-interview survey.
Table (3.1) identifies nine participants in this study: Henry, Wayne, Young, Bridget,
Mary, Francis, Mark, Heidi, and Darla; while eight of them are second generation, only Young is
a third generation Muslim American. Muslim American student participants’ ages range
between 18-26: Wayne was 18, Darla 19, Henry 20, Young and Heidi 21, Francis 24, and Mary,
Bridget and Mark were 26 years old. Participants included four males and five females; only
Mary is Shiite Muslim, and the other eight participants are Sunni Muslims (figure 3.1).
Participants’ diverse ethnic origins: two mixed race participants (Heidi and Darla), two
Palestinians (Young and Francis), two Hispanic (Bridget and Mark), one Iranian (Mary), one
Pakistani (Henry), and one Afghani (Wayne) (Figure 3.2). Regarding participants’ education,
table (3.1) shows that six participants were completing their B.A. at the University, two were
pursuing graduate education, and one was already working.
All participants are from Middle class families. Their parents are all educated; three of
them have fathers who own businesses or are self-employed, and five of them have mothers who
are housewives. Three of them have at least one Christian parent. All of them know how to speak
their parents’ ethnic languages as a second language after English. Even though some
participants are not proficient in their second language, they use it in communication mainly at
home or with people from similar ethnic backgrounds. For example, Young, Heidi, Darla, and
Francis speak Arabic because they have at least one parent who speaks the language at home.
They all joined Arabic classes at the University. Mary’s parents are both Iranian so she knows
how to speak Persian. There are three languages spoken in Afghanistan, Persian, Pashto, and
Uzbek based on area of origin. Because Wayne’s parents are both Afghans, they speak both
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Persian and Pashto. Bridget and Mark have Spanish speaking parents so they are both proficient
in Spanish, which is typical with the large Mexican population in New Mexico who
communicate in Spanish and learn it in school.
Given
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Table 3.1 Muslim American student Participants
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Figure 3.1 Participants’ gender and religious sect
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Mixed
Mexico
Palestine
Iran
Afghanistan
Pakistan

Figure 3.2 Participants’ ethnic origins

Recruitment.
I recruited Muslim American student participants through purposive sampling. Purposive
sampling ensures the selection of participants with specific characteristics that enable them to
contribute to the study with rich data (Seidman, 2006). My active participation with the Muslim
Students Association at the university and the Muslim community of New Mexico enabled me to
establish a large network of Muslims. I generated a list of 22 potential participants with diverse
ethnic background to represent the diverse ethnic pool of the New Mexico community and
approached them either individually or through email to ask them to participate in my study.
Many of them agreed to participate, and I selected nine participants who met the criteria and
represented the pool of diverse Muslim American students.
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Teacher participants.
In order to investigate teachers’ pedagogy on 9/11 and the War on Terror, I interviewed
social studies high school teachers. In selecting teachers to participate in this research, I used a
purposive sampling method. I included only those educators that have taught about 9/11 and the
War on Terror to high school students in New Mexico, which ensured that the participants have
experience teaching about the topics and could suggest recommendations for other educators.
Teacher participants’ demographics are recorded in table (3.2).
All five teachers in this study Linda, Patrick, Bill, Cain, and George, are white Christians
between the ages of 40-65 and with teaching experiences that range between 4-35 years as
shown in figure (3.3). The teacher participant make-up consists of one female and four males
from different high schools in New Mexico. They all teach different topics in social studies that
include US history, world history, government, economics, and the Constitution. They all use
different textbooks as shown in table (3.2). However, two teachers, Patrick and George, have
used textbooks that I analyze in this dissertation: Patrick used The Americans: Reconstruction to
the 21st century by Holt McDougal (2005) and George used all textbooks analyzed in this study
(see chapter 6- Textbook Analysis) since he worked as a department chair in the past and his
wife is a social studies teacher as well, which enabled him to examine and work with highly
adopted textbooks in the state.
All five teachers had several years of experience teaching about 9/11 and the War on
Terror which is the main criteria for participating in the study. Their experiences range from four
to ten years. Although they all consider themselves critical teachers, they taught about 9/11 and
the War on Terror differently. Freire (1970) defines a critical teacher’s as the one whose “efforts
must reconcile with those of the students to engage in critical thinking and the quest for mutual
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humanization. His efforts must be imbued with a profound trust in people and their creative
power. To achieve this, they must partners of students in their relation with them” (p.75). The
teachers of the study shared some experiences teaching about the topics and they all expressed
the importance of teaching these topics and welcomed curriculum recommendations.
Teacher

Gndr

age

School

Subject

Textbook

60

Years of
teaching
35

Linda

F

Lobos High
School

US history advanced
placement

M

40

4

New Mexico
High School

Cain

M

55

11

Hills High
School

Bill

M

58

16

George

M

60

32

Hills High
School
Patria (native
land) High
School

10th world history,
11th US history, 12th
government and
economics and
special education
Co-teach a class
together connected
to a national
competition called
We the People
Constitution Law
Program
9th-11th grade US
history
US history advanced
placement

The American Pageant: 13th Edition
(2008) by Bailey, T. A., Kennedy,
D. M., & Cohen, L.
The Americans: Reconstruction to
the 21st century by Holt McDougal
(2012 & 2005).

Patrick

Table 3.2 Teachers' demographics

We the People by the Center for
Civic Education (2009)

We the People by the Center for
Civic Education (2009)
The American Vision by Glencoe
(2005 & 2010)
The Americans: Reconstruction to
the 21st century by Holt McDougal
(2005 & 2012)
United States History:
Reconstruction to the Present by
Pearson (2010).
A history of the American People:
Revised third Edition by Pearson
(2002)
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Figure 3.3 Teachers' gender, age and years of experience

Recruitment.
Looking for social studies teachers who specifically taught about 9/11 and the War on
Terror to high school students, I used purposive sampling to recruit my participants. I personally
approached a social studies teacher colleague of mine at the University who has experience
teaching about 9/11 and the War on Terror. Unfortunately, he refused to participate in my study.
I was also hoping to interview any of the social studies teachers who taught my Muslim
American student participants these topics during high school; unfortunately they also indirectly
rejected my request. I was shocked to find many teachers unwilling to participate in an interview
about how they teach these topics. I feel that 9/11 and the War on Terror are perhaps considered
taboo topics that people are unwilling to discuss.
Feeling helpless and frustrated, I used the snowball method “in which one participant
leads to another” (Seidman, 2006, p.55). I asked some of my University professors who are also
social studies teachers if they would be interested in participating in my study. They preferred to
connect me to other social studies teachers who taught about 9/11 and the War on Terror.
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I drafted a letter of introduction that consisted of an abstract or overview of my study, the
questions that I intended to ask the teachers, a brief biographical statement that best described
me, and my research interests and attached the letters of consent (see Appendix C). I sent the
letter of introduction and the IRB approval letter together with the letter of consent to my
professors who had agreed to help connect me with teachers. One professor wrote letters of
introduction for me to take to the schools with my letters to personally deliver and encourage
teachers to participate in my study. Another professor emailed teachers to encourage them to
participate in my study. I have not read these emails since I was not carbon copied on any, nor
have I read the sealed letters. However, I delivered them personally to the teachers’ schools
hoping to meet them prior to the actual interview. Unfortunately, I was not able to meet any of
them at the time because it was during the end of the last trimester of the school year and all
teachers were busy.
I contacted nine teachers; only five of them responded to my request by an email stating
their agreement to participate in my study, and they left me their telephone numbers to contact
them and schedule the interviews. I contacted the five teachers who responded and we agreed to
meet at specific dates, times, and locations for the interviews. I remember being nervous while
calling participants; however, they responded to my phone calls positively, which made me
enthusiastic about meeting them.
Since, the teachers worked at different schools; they taught students with diverse
economic and racial backgrounds. Although my sample of teachers was small, the data I
collected from conducting the interviews allowed me to find common experiences among the
teachers in instructing about 911 and the War on Terror. According to Seidman (2006), “such
links among people whose individual lives are quite different but who are affected by common
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structural and social forces can help the reader see patterns in that experience. The researcher
calls those connections to the reader’s attention for inspection and exploration” (p.52). Including
teachers’ experiences and approaches to teaching about 9/11 and the War on Terror and showing
the patterns across their experiences will allow readers among educators and teachers to reflect
on their own teaching experiences and pedagogies.
Textbook selection.
My textbook study investigated the following questions: how are the events of 9/11 and
the War on Terror presented in educational textbooks? More specifically, how are notions of
nationalism, citizenship and patriotism constructed in the context of discussing 9/11and the War
on Terror? To examine what curricula are offered about 9/11 and its aftermath and to examine
the ideological range among them, I chose to analyze six textbooks, three of them highly used
U.S. History 11th grade textbooks adopted by and in contract with the New Mexico Department
of Education from 2011-2017 (as shown below in table 1): Glencoe (2010), Pearson (2010), and
Holt (2012). Two teachers I interviewed in my study, Patrick and George, also used these
textbooks as shown in table 3.3 below. I also selected older versions of these textbooks, Glencoe
(2005), Pearson (2002), and Holt (2005), that my Muslim American student participants had
used in their classrooms to examine how these textbooks presented the events and the aftermath
and whether there are ideological differences between older and newer versions of the same
textbooks considering the differences in production dates.
Textbook title
The American Vision Modern
Times
United States History:
Reconstruction to the Present.
The Americans: Reconstruction to

Year of
Publication
2010
2010
2012

Publisher

Teacher

Glencoe McGrawHill
Pearson Prentice
Hall
Holt McDougal

George
George
George & Patrick
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the 21st Century
The American Vision

2005
2002

A history of the American People:
Revised third Edition
The Americans: Reconstruction to
the 21st century
Table 3.3 US history Textbooks

2005

Glencoe McGrawHill
Pearson Prentice
Hall
Holt McDougal

George
George
George & Patrick

Data Collection
In order to explore this study’s research questions, I needed to understand teaching
approaches of social studies teachers and Muslim American students’ unique lived experiences,
narratives, and perspectives. Additionally, I needed to study the contents of the textbooks that
teachers used to instruct about 9/11 and the War on terror. I was particularly interested in
understanding how categories of nationalism, citizenship, and belonging were constructed
through teachers’ pedagogies and educational textbooks and how Muslim American student
participants’ experiences impacted their personal sense of religious and national identity as
Muslim Americans. I found that qualitative interviews and textbook analysis were the most
appropriate methods to collect data about those issues.
Data Collection from Interviews.
Data from interviews were gathered in two ways. First, only Muslim American student
participants completed short, pre-interview surveys that asked questions about their
demographics in order to capture their diversity in terms of gender, age, language, social class,
ethnic origin, and religious sect as well as their parents ethnicity, religion and profession (see
Appendix A). Next, Muslim American student participants were interviewed independently to
explore their social, cultural, and educational experiences after 9/11 and how these experiences
impacted their personal sense of religious and national identity as Muslim Americans. Teachers
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were also interviewed independently to ask about their approaches to teaching about 9/11 and the
War on Terror. All interviews were conducted one on one, each individual separately, to allow
participants to share their experiences freely without the fear of being censored or identified due
to the presence of others.
In order to maintain the confidentiality of my participants, each participant generated a
pseudonym that was recorded and used throughout the research study. The true identities of my
participants are only known to me and are located on my password protected personal laptop. I
also used pseudonyms for schools and any identifying characteristics for either the schools or the
participants will never be included in any current or future publications.
All participants of the study read and signed a consent form that states that they
understood the potential risks involved in this study and that they could abandon the study or
refuse to participate or answer any questions if they felt uncomfortable. These signed forms are
safely kept in a file in my personal cabinet at home for which only I have a key to its lock.
Conducting one on one interview with participants was the primary source of information
for this study. In order to help Muslim American student participants to share personal
information about their sensitive experiences after 9/11 and knowing that their experiences might
include discrimination or negative experiences, I framed different styles of interview questions
inspired by Spradley’s (1979) interview strategies. I developed grand tour questions, mini tour
questions, and open-ended experience questions to guide the interviews. According to Spradley
(1979), the goal of the grand tour question is to find out about people’s experiences, events, and
activities and try to make sense of how all these elements are connected. I asked Muslim
American participants grand tour questions that revolved around their memories of 9/11 and
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whether or not they have experienced life changes after 9/11 inside and outside school, at home,
on the media, at the airport, the university, at work…etc. I also asked participants mini-tour
questions about their identities. For instance, I asked Muslim American participants to describe a
time when being a Muslim was problematic, to identify support sources, and to explain the role
that religion and education played in those experiences. Spradley (1979) explained that the minitour questions are similar to grand tour questions but are more focused and geared towards
obtaining detailed experiences related to the topic. I also developed experience questions that
were open-ended and focused on participants’ unique experiences (Spradley, 1979), such as:
“what it is like today to be a Muslim American in the United States?” (see Appendix B).
Teachers’ mini tour questions focused on their approach to teaching about 9/11 and the War on
terror, the textbook or other resources they use to teach about these topics, the challenges they
face, and how they plan to re-teach the topics in the future (see Appendix C).
The interviews were semi-structured in a conversational form allowing participants to share
their stories without any interruptions. I only interrupted when I felt that the conversations were
deviating from the topic or when the interview time was running out. For example, I spent from
60-90 minutes with each Muslim American student participant and 45-60 minutes with teachers,
since I had to respect teacher’s time. Overall, they all showed appreciation of my study and gave
me interesting information.
Each interview was audio taped since audio taping is the best method to collect interview
data. According to Seidman (2006), audio tapes allow researchers to keep an original form of
data that they could always return to in order to check for accuracy. Using audio tapes also
signals to participants that their experiences are important. I also had a notebook with me to
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record important questions that I needed to ask my participants later in the interview so as not to
interrupt them.
Even though all participants agreed to meet a second time, I met with each participant
only once because I felt that the information gathered was rich, deep, and sufficient. The
participants selected the meeting locations, dates, and times. Several of them met with me at the
University and many others preferred to meet in a nearby quiet coffee shop.
Data collection from Textbooks.
Fetsko (1992) maintained that the first step to conduct textbook analysis is to formulate
the questions and categories from which to investigate certain issues in the textbooks. I framed
questions to investigate the following issues: how textbooks presented 9/11 and the War on
Terror and its aftermath; how detailed they covered the events; who was held responsible for the
attacks; what reasons are given for the attacks; what images are used; how they defined
terrorism; and whether the examples they provided of terrorism aligned with their definitions.
Additionally, I investigated the relationship between textbook presentations of the events and
national propaganda, how the pictures and narratives combined to deliver a particular message
among the students, how U.S. leaders are presented and people’s attitudes towards them, whether
the information is correct or wrong, and whether it allows investigation and critique or is
presented as truth. I also investigated the information missing from the textbooks. The following
questions were developed to guide the analysis and inspired by models developed by Hess and
Stoddard (2007) & (2008), Pingel (2000), Sleeter (2005), Stradling (2001), and Weinbrenner
(1992). The questions seek to uncover the relation between ideology, socio-culture, politics, and
power that shape the pedagogy of 9/11 and the War on Terror.
1. How are the events of 9/11 and the War on Terror presented?
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a. How detailed is the 9/11 representation?
b. Who is responsible for the attacks?
c. What were the reasons for the attacks?
d. What images are used to represent the attacks?
e. What is the definition of terrorism?
f.

What examples of terrorism are presented?

J. Is there alignment between the definition of terrorism and the examples?
2. How are the illustrations and narrative combined to deliver a particular message to the reader?
3. How are 9/11 representations in the textbooks similar or unsimilar to the representations of
9/11 in the media?
4. How are US leaders portrayed in the textbooks?
5. How is the attitude of the American people towards the American government portrayed?
6. How accurate is the information presented in the textbook?
7. How are notions of nationalism, citizenship, and outsider constructed in the context of
discussing 9/11 and the War on Terror?
8. What is omitted from the textbooks?
Question one answers the first part of the research question: How are the events of 9/11
and the War on Terror presented in educational textbooks? Questions two to eight answer the
second part of the research question: More specifically, how are notions of nationalism,
citizenship and patriotism constructed in the context of discussing 9/11and the War on Terror?
Guided by the theoretical fameworks of the study, I created the above questions to lead the
textbook analysis. The questions allowed me to examine the use of selective tradition and
hegemony in the textbooks to reproduce Islamophobia and construct categories of citizenship,
patriotism, and outsider. Specifically, the first question about the presentation of the events of
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9/11 and the War on Terror is guided by an anti-Islamophobia framework which allowed me to
examine the textbooks for Islamophobic contents. Question two inquires about the underlying
message that the illustrations and narrative deliver to the reader. This question is guided by
critical pedagogy framework and inquires about hegemony and a selective tradition in the
textbooks. Questions six and eight also deconstruct hegemony and selective tradition making it
possible to determine whether or not there is a hidden agenda behind why certain information is
included or omitted. Question three is guided by critical pedagogy framework not just to
examine isolated presentations but to confront presentations at the system level by examining the
resemblance between the representations in the textbooks in relation to the media coverage of the
events. Further, it inquires about the possible role of the educational system as one of the
agencies that work together to reproduce Islamophobia. Questions four and five inquire about the
construction of a citizen and an American way of life through the leaders through selective
tradition which is also guided by critical pedagogy framework. Finally the question about how
notions of nationalism, citizenship, and outsider are constructed in the textbooks reflect an
intersection between the three frameworks because it uncovers the use of selective tradition and
hegemony that construct a citizen, a patriot vs. an outsider and an enemy of the state. More
explicitly, the questions created to lead textbook analysis in this dissertation challenges
wholesale acceptance of presentations by prompting critical analysis of the underlying motives,
messages, and limitations, which revealed the resultant sterotypes and stigmitization of Muslim
Americans and Arabs.
I applied these questions to the entire textbook samples for investigation within and
across the textbooks.
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Data Analysis
According to Bernard (2006), data analysis “is the search for patterns in data and for
ideas that help explain why the patterns are there in the first place” (p.452). Scholars differ on
the starting process of data analysis. Lincoln & Guba (1985), Maxwell (1996), and Creswell
(1998) argue that it is best to integrate collecting the data with data analysis because data cannot
be analyzed in isolation. However, Seidman (2006) argues the opposite, that it is best to finish
collecting all the data, and then analyze them all together in order to avoid imposing meaning
from one interview onto another. I followed Seidman’s (2006) strategy because I felt that my
analysis of the data would not be based on full understanding of participants’ collective
experiences except after I had interviewed all participants and then looked for patterns within
and across their experiences. However, I listened to the tape recordings after each interview to
improve my interviewing approach, techniques, and time management during the interview.
Analyzing the interviews.
This study investigates teachers’ pedagogy of 9/11 and the War on Terror and Muslim
American students’ social, cultural, and educational experiences since 9/11 and how this has
impacted their religious and national identity as Muslim Americans. After conducting the audio
taped interviews with teachers and Muslim American students, I downloaded them onto the
Nvivo 9 software database to transcribe them. I saved the interviews and transcripts within an
electronic folder called “interviews” within which I created two additional electronic sub-folders
entitled “Muslim student interviews” and “Teachers interviews.” Within each subfolder, I
created a folder for each participant titled using their pseudonyms. I then saved the interviews in
participants’ corresponding folders. Organizing my material this way made it easy for me to save
and access them later.
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Transcribing interviews is time consuming and laborious (Kvale & Brinkmann, 2009). It
took me about three months to transcribe thirteen interviews. I could have hired someone to
transcribe the interviews to save myself the time and effort; however, I decided to do it myself
because I wanted to learn from the transcription process. I also wanted to experience this
interaction between the reader and the text and examine the meanings driven from this
interaction (Fairclough, 2003). To ensure that I accurately transcribed the interviews, I listened to
them several times, learned a lot about my participants, and gained ideas about how I wanted to
code the data.
According to Strauss & Corbin (1990), coding the data refers to “the process of breaking
down, examining, comparing, conceptualizing and categorizing data” (p.61). Thus, coding means
breaking down the data into parts and labeling the parts for later identification (Kvale &
Brinkmann, 2009, p.201). The term node in Nvivo is used instead of code with the same
meaning. According to Saldana (2009), “a code in qualitative inquiry is most often a word or
short phrase that symbolically assigns a summative, salient, essence-based or visual data”(p.3).
Saldana (2009) added that “qualitative codes are essence-capturing and essential elements of the
research story that, when clustered together according to similarity and regularity – a pattern they
actively facilitate the development of categories and thus analysis of their connection” (p.8).
Coding the data is subjective since coding decisions are based on many factors including the
researcher’s approach to qualitative inquiry and his/her ontological, epistemological, and
methodological orientation (Creswell, 2007). I started reducing the material by reading and
highlighting important and interesting information (Kvale & Brinkmann, 2009). I created nodes
and dragged the material and saved it under the nodes. Nvivo9 allowed applying multiple codes
to the same interview sections.
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I went through two coding cycles in which I reorganized and relabeled the data. Saldana
(2009) explains that “during First Cycle coding process can range from a single word to full
sentence to an entire passages of text to a stream of moving images” (p.3). While the Second
coding cycle is a process in which “the portions coded can be the exact same units, longer
passages of text, and even reconfiguration of the codes themselves developed thus far” (Saldana,
2009, p.3). Experiencing those cycles, I did not lock myself in specific nodes. I was open to
rearranging and relabeling my data once I saw the patterns across my participants’ experiences
(Seidman, 2006).
I started identifying themes, “patterns, trends, or concepts” (Saldana, 2009, p.13) across
participants’ interviews and used analytic memos to record these themes and comment on them.
According to Saldana (2006), “analytic memos are somewhat comparable to researcher journal
entries or blogs – a place to ‘dump your brain’ about the participants, phenomenon, or process
under investigation by thinking and thus writing and thus thinking even more about them” (p.32).
This helped me in my thinking process, in generating ideas, and made me realize that I had to let
go of some material unrelated to my research questions, which was hard because I felt that all
information was precious after investing a lot of time, effort, and money to collect this data.
However, I felt happy to think that I could use the left out data for future academic papers.
Nvivo9 allows organization of the data into hierarchical categories called parent and child
nodes. Some of the child nodes I created include: reaction to 9/11, Islamophobia, the media, the
hijab, peer interaction, teacher role, the constitution, another homeland, multiple identities, and
support systems for Muslim students. Then, I established parent nodes that emerged from the
data to group the child nodes into categories. Some examples of the parent nodes I created
include; school experiences, outside of school experiences, identity and belonging, pedagogy of
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9/11 and the War on Terror, and textbook analysis. These nodes are the skeleton upon which I
have framed my dissertation chapters.
After coding the data into nodes, I printed a hard copy of the material in each node. I filed
them in a binder with dividers separating each node section because I like to see the material in
different forms. Marking directly on paper and jotting my ideas rather than staring at the
computer screen helps my thinking process (Seidman, 2006). I started reading the material saved
in each node and writing memos about them, reflecting on what I saw as important. This process
helped me in seeing the patterns across my participants’ experiences and linking the ideas that
emerge in the literature. Nvivo9 also allowed me to link a specific phrase or paragraph of the
transcript to a particular article or website. During the interviews, I frequently rephrased my
participants’ ideas to ensure that I understood their experiences accurately (Seidman, 2006). This
helped in the data interpretation process as I looked for my participants’ interpretations of their
own stories and the examples they gave.
I also conducted two cross-analyses; one of all my Muslim American student experiences
(Chapter 4) and another of all my teacher participants’ pedagogies of 9/11 and the War on Terror
in order to more generally explain and describe common themes across my participants’
experiences even though their personal contexts differed (Seidman, 2006). Examples of themes
that emerged from my Muslim American student participants’ collective experiences were
Islamophobic experiences inside and outside of school, issues of identity and belonging, and
coping strategies with discrimination. On the other hand, the cross analysis across the teachers’
interviews (Chapter 5) reveal that (1) teachers’ approaches to teaching about 9/11 and the War
on Terror are based on their own perceptions of the events and their perceptions of students.
They share the notion that it is important to expose their students to diverse resources to

87

deconstruct hegemony and selective tradition and achieve critical education (Freire, 1970), yet
some of them are faithful to one-dimentional educational textbooks; (2) teaching about 9/11 and
the War on Terror is fraught with controversy; and (3) the teachers in this sample value teaching
about 9/11 and the War on Terror but are still exploring how to do so.
For the final write-up and presentation of the data, I knew that I wanted to present the
data and select specific quotes that would help the reader understand the overall content of the
interviews (Kvale & Brinkmann, 2009). I found that using the excerpt method achieved the goal
of this dissertation and helped my participants to voice their experiences and will help readers of
my dissertation to check my interpretation of the data (Seidman, 2006). According to Seidman
(2006), “the process of working with excerpts from participants’ interviews, seeking connections
among them, explaining those connections, and building interpretive categories is demanding
and involves risks” (p.127). The risk for me was to focus on presenting my participants’ excerpts
while providing a deep and critical interpretation of them.
According to Kvale & Brinkmann (2009), in order to obtain deep interpretation “the
interpreter goes beyond what is directly said to work out structures and relations of meanings not
immediately apparent in a text” (p.207). For example, I did not ask Muslim American students
direct questions about Islamophobia, government policies, or imperialism but when interpreting
the data, I linked their experiences to state and global policies to understand their private
experiences in relation to the public and global context (Apple, 2004). In some parts, I added
conversations between the participants and myself to give the reader a feel about the atmosphere
and interaction during the interview. Then, I related my participants’ experiences to broader
concepts in the theoretical framework and the literature. Throughout the process, I had to ask
myself: what have I learned from these interviews? What is the connecting thread among

88

participants’ experiences? How do they understand and explain these experiences? In what ways
have these interviews helped my participants rethink the topics? How consistent are their
interviews with the literature? Answering these questions helped reconstruct my participants’
stories and experiences and helped me to show how the events of 9/11 and the War on terror
influenced Muslim American students’ social, cultural, and educational experiences and how
these influenced their religious and national identity and sense of belonging.
The process of data analysis helped me discover aspects of the social, educational, and
global system that has made my participants have coherent experiences. Answering these
questions also helped me understand how teachers approach instructing about 9/11 and the War
on Terror, the material they use, and the potential challenges they face when teaching about these
topics. The teachers also provided some recommendations to teaching these topics in the future.
I felt humbled and appreciative that all my participants were generous enough to share details of
their lives with me, knowing that some parts of their stories are personal and sensitive.
Textbook Analysis.
In this study, textbook analysis was deployed to investigate educational textbook
representations of 9/11 and the War on Terror and how categories of nationalism, citizenship,
and outsider are constructed. From each textbook, I scanned the pages that focus on 9/11 and the
War on Terror as well as the glossary section to look for definitions of terrorism and other used
terms in the section of terrorism like religion, fundamentalism, militant Muslims, Muslims,
Islam, and Taliban. To code the data, I entered the questions I developed as separate nodes in
Nvivo9. Then I conducted auto coding to group the answers to each question that I mentioned
earlier under the nodes for easier analysis with and comparison across the textbooks (Saldana,
2009). To code the data, I entered the questions I developed as separate nodes in Nvivo9. Then, I
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conducted auto-coding to group the answers to each question that I mentioned earlier under the
nodes for easier analysis within and comparison across the textbooks (Saldana, 2009). Then, I
analyzed for themes within and across the textbooks in relation to my research questions. The
answers to the questions include recording of quantitative and qualitative data in tables and
graphs based on excerpts from the textbooks for easier comparison within and across the
textbooks. The majority of the questions required my interperetation of the data. By looking
through the lenses of theoretical frameworks of the study (critical pedagogy, anti-Islamophobia
perspective, and anti-imperialist perspective) I interpreted the data in relation to and comparison
with the literature about these topics.
I synthesized the data by recording quantitative and qualitative data in tables and
representing the data in the form of graphs for easier comparison across the textbooks and for
clearer emergence of patterns. I also selected certain excerpts and pictures from the textbooks
that reflect the overall contents and representations of 9/11 and the War on Terror as related to
my research question.
Then, I interpreted the data using qualitative data analysis as related to my research
question and looked for ideas and concepts that to the literature. In the writing process, I selected
certain questions as headings to frame the textbook analysis chapter. I presented the tables
together with some pictures included in the textbooks to provide the reader with a holistic
presentation of 9/11 and the War on Terror. These visual representations also help the reader to
check my analysis of the textbooks.
. I learned the process of interpreting textbooks and their contents. Textbook analysis also
helped me answer the follow research questions: How are the events of 9/11 and the War on
Terror presented in educational textbooks? More specifically, how are notions of nationalism,
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citizenship and patriotism constructed in the context of discussing 9/11and the War on Terror?
Textbook analysis also helped me realize how powerful texts are in conveying messages and
influencing people’s ideologies and behaviors (Fairclough, 2003). Texts also influence people’s
perceptions of who is considered good and who is considered bad, who is an insider and who is
considered an outsider, and who is a friends and who is an enemy of the nation. This process
made me understand the role of text in instilling patriotism (Apple, 2004), uniting the nation
(Hess, 2009), developing a specific national identity among students (Hewitt, 2005) and
influencing students to support wars (Fairclough, 2003).
Ethical considerations and Establishing Trustworthiness
As a researcher conducting interviews, I understood that I am the main instrument for
obtaining knowledge; therefore the research relies on my integrity and sensitivity and the
scientific quality of my research (Kvale & Brinkmann, 2009). Understanding my moral
obligation towards my participants enabled me to interact with them respectfully even when our
points of view did not match. During the interviews, I constantly checked if my participants were
comfortable answering the questions and whether they needed a break or wanted to postpone the
interview for a different time.
Qualitative research is essentially subjective in nature. Therefore Lincoln and Guba
(1985) suggest ways to establishing trustworthiness, which means the extent to which we can
trust the accuracy, interpretation, and representation of the research data, process and project.
Among their suggestions were the following:
1. Triangulation: The use of multiple and different sources, methods, and perspectives to back
up, elaborate, or illuminate the research problem and its outcomes (Stringer, 2008). I used
triangulation of data by collecting data from different sources and with different methods. For
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example, I conducted interviews with Muslim American students and teachers and also collected
data from textbooks.
2. Participant debriefing: The process of reviewing the study with a disinterested person for the
purpose of revising the suitability of the research procedures (Stringer, 2008). I have constantly
emailed my adviser throughout the process to ask her questions and make sure that I am on the
right track. At the same time, I sent her material as soon as I had them ready for her to comment
on and guide me throughout the dissertation process.
3. Referential Adequacy: I made sure that my interpretations are grounded in my participants’
language and terminology to frame and describe their experience. For example, I recorded full
transcripts of participants quotes without altering there language even when they made
interjections.
Researcher’s Positionality
My experiences, assumptions, and goals shaped my decision to choose this topic and my
approach. Having migrated from Egypt to the U.S., I am a permanent resident. Experiencing
elementary, secondary, and higher education in Egypt and graduate studies in the United States
helped me understand that no matter which country I am in, education plays an important role
not only in producing knowledge but also in producing political subjects. I came to understand
that educational sites shape students’ ideologies and identities, affirm public values, and support
a critical citizenry. Although education plays a common role in all societies, it is influenced by
the socio-historical context of the culture in which it exists. Through my education in both
countries, I have met teachers and educators who taught me what I now know and who have
shaped my view of life. Understanding the power of knowledge and education for social and
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political transformation made my love for teaching, learning, and social justice grow more and
more over time.
While experiencing my personal journey as an immigrant woman to the United States in
a time of intolerance towards Muslims, my intellectual curiosity and excitement grew with
regard to the topic of Muslim American identity within the post 9/11 and the War on Terror
context. In 2009, I conducted a pilot study on Muslim American students who attended an
Islamic school in the Southwest. This study raised some concerns about Islamophobia in
mainstream schools. Many Muslim participants shared stories of religious discrimination and
harassment after the events of September 11, which made many parents enroll their children in
an Islamic school as an alternative. These experiences and observations made me wonder about
Muslim American students’ educational experiences in other schools and evoked many questions
such as: How have the events of 9/11 and the War on Terror shaped the dynamics at schools
particularly towards Muslim students? How have the events influenced teachers’ pedagogy?
How are the events of 9/11 and the War on Terror presented in educational textbooks? These
questions exposed me to cutting edge ideas that helped guide my current dissertation research.
Being an educator is advantageous because it allowed me to ask my teacher participants
questions about the curriculum, lesson plans, and their pedagogies. Being a Muslim is also an
advantage because I share with my Muslim American participants the same religion, which
allowed me to ask my participants questions regarding their experiences as Muslims and allowed
me to understand their experiences when I was interpreting the data. My experiences helped me
relate to some of my participants’ stories more sensitively. Being a partial insider of the Muslim
community allowed me to be more immersed in their world and be able to see what they
experience as important and valuable while keeping my professional distance as a researcher.
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Other non-Muslim scholars will likely encounter difficulties conducting this research. In fact, I
met a colleague who tried to interview Muslim participants from New Mexico community and
they refused.
At the same time there is a false assumption that Muslims are a homogenous group, but
the fact that I grew up in Egypt and came to the United States as an adult may differ from my
participants’ experiences. For example, since my participants are all Americans, we do not share
the same backgrounds. Also, we do not share other characteristics such as age, education, race,
gender, class, or religious sect and practice. I was surprised to find some participants who are
only 19 years old activists playing an important role in the American community. That was not
my experience or line of thought when I was the same age. At the same time, I grew up in Egypt
where Muslims are a majority, while my participants grew up in the United States with a
minority status as Muslims–a big factor that marks our experiences as different. Therefore I
bring my personal background to this research being a Muslim Egyptian woman pursuing my
doctorate degree in the United States. Although I am aware that my background has influenced
the way I analyzed and interpreted the data, I tried to be as faithful and respectful as possible to
accurately present my participants’ experiences and voices.
Limitations of the Study
While being cognizant of the diversity within the Muslim population is an added benefit,
the sample size does not represent a large enough sample for each category. For instance, since
this study involved both Arabs and non-Arabs, both males and females, etc, then the sample size
for each category is smaller than a study exclusively concerned with, for example, Arab females.
Nonetheless, by examining the roles of various types of Muslim diversity, this study was able to
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answer questions other studies could not. Specifically, this study gives a detailed picture of
Islamophobia and imperialism that affects all types of Muslims.
Furthermore, not all my teacher participants use the textbooks I chose to analyze.
However, selecting to analyze the recently adopted textbooks by the New Mexico Department of
Education ensures that multiple generations of students and teachers will use these textbooks,
likely until 2017. Such timeliness makes the study relevant and hopefully will play a role in
influencing textbook authors and producers to become more conscious about the contents of
these textbooks and how they influence Muslim American students’ lives. Additionally, my
research will hopefully influence the New Mexico Department of Education’s future textbook
adoption selection.
Finally, even though the teachers’ pedagogies of 9/11 and the War on Terror cannot be
generalized, their perspectives give us an idea of how these topics are taught, the challenges that
accompany teaching these topics, and some curricular and pedagogical recommendations for
how to teach them. My hope is that the research will inform teachers' curriculum and material
choices and presentations so that misrepresentations are mitigated.
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Chapter 4 Muslim American students’ social, cultural, and educational experiences in the
post 9/11 and their sense of identity and belonging

What are Muslim American students’ social, cultural, and educational experiences in the
post 9/11 United States? What is the relationship between Muslim American students’
experiences and their personal sense of religious and national identity and sense of belonging?
This chapter addresses these questions.
First, I include here four interviews with Muslim American students1 with primary
analysis of a sample selected from among nine to give the reader a feel of the flow of the
interviews, the process of identifying the themes, and the diversity of my Muslim American
student participants. Second, I discuss the cross analysis I conducted to identify overarching
themes that emerged from all the students’ collective interviews. I then provide my deep analysis
of the overarching themes utilizing interdisciplinary literature that draws from history, sociocultural studies, political science, and identity studies. Finally, I present a conclusion for the
chapter.
About Mary.
Mary is a second generation Shi’ite Muslim American who studied pharmacy at the

1

Some participants’ stories are longer than others. This is in no way a marker of preference but due to
the fact that they have contributed to the dissertation important data that added to the comprehensive
understanding of the issues under investigation.
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university for almost two years and then switched to studying Optometry. Mary described herself
as popular with friends of different ethnicities and religions.
Mary makes a positive, affable impression, yet she thinks that when people first meet her
they get an impression that she is “very cocky or maybe they don’t think I am very friendly when
they first meet me.” She believes the reason for this is that “I come across as being shy at first
even though I don’t think I am shy.” But when they get to know her, she claims that they find out
that she is “nice, warm and friendly.”
Mary comes from an upper middle class family and lives in a predominantly White
neighborhood in New Mexico. She is one of three daughters of Shi’ite Muslim parents with both
Iranian heritage, and a graduate education. Her father works as a consultant for an oil company,
and her mother is a housewife. Mary lived in Iran for three years and visits Iran with her family
every summer, which keeps her connected to her Iranian relatives and helps her maintain her
Iranian culture and Persian language.
Mary’s social, cultural and educational experiences after 9/11.
When 9/11 happened, Mary was a sophomore at a high school in Iran. Mary described
the initial reaction to the news in Iran “but people would watch the news about 9/11 and what
had happened. Really nobody was too involved and like I got really shocked when I heard the
news.” Even though Mary’s reaction about 9/11 was that of shock, no one in Iran seemed to care
about the 9/11 attacks. However, after she returned to the United States, Mary observed that
people treated Muslims differently: “I noticed people looked at Muslims differently. I felt like
they weren’t as nice as they used to be. They were very prejudiced. I noticed these changes
because I travelled to Iran back in 1999 and, before that, I didn’t have any problems with the
American people or anything.” Mary’s first encounter with prejudices after 9/11 was at an
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American airport:
They look at my passport and recognize that my name is different and also that I came
back from Iran. They ask me a million questions like: “why I was there” and “how long I
was there” and these things I was never asked before 9/11. I felt like, you know, pass the
security without any problems now or after 9/11 they always check even though I have an
American passport. It really doesn’t make a difference. This is something I have noticed
after 9/11, it is just more security checks, but I don’t know if it is because they know I am
not a 100 % American, you know, and they do that or it is because of their own safety.
Mary experienced more security surveillance after 9/11 at the airport, due especially to her
Iranian roots, Iranian last name, and having arrived back from Iran. Being a Muslim and an
Iranian also added to the tension.
Mary stated that when she signed up for classes at the university, someone asked her
where she was from because she looked a little different. When she said, “I was born in the
States, but I am originally from Iran,” she felt that the person was not comfortable around her
any more. “I never experienced something like that before.” Mary believed that being a Muslim
American in the United States after 9/11 was challenging, but it varies depending on what part of
the country a person lived in: “Like here in New Mexico being a Muslim, I don’t think it is a
problem. But I have noticed in Texas even the East Coast of Virginia they are a little bit racist
there and prejudiced against Muslims.” Mary also believed wearing the hijab had a huge impact
on how people saw and treated Muslim women:
Uneducated people about Islam if they see someone wearing the scarf, they would just
think - she is a Muslim, she is from a Muslim country where there are so many terrorists.
And they might start thinking of the whole 9/11 thing and anything related to terrorism. I
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think these are just the people who are very ignorant and don’t know anything about
Muslims.
Mary insisted that educated Americans don’t think that Muslims are terrorists like the
mainstream media propagates, “especially if they know Muslims or have Muslim friends or have
encountered Muslims, they would definitely not talk like that about Muslims.” Mary saw that the
main factor for non-Muslim Americans’ knowledge about Muslims was their direct contact with
them.
Mary held that the media—in the form of news, TV series, and movies—portray Muslims
in negative ways, namely “as terrorists, as very dangerous, un-thoughtful, uncaring people.”
Mary gave me an example of a movie called Not Without My Daughter, which is about an
Iranian man who physically abuses his U.S.-born wife and child. Mary assured me that “It is not
true of course.” She thought the media represents Muslim men in negative ways because “I think
a lot of it has to do with some of the Arab or the Muslim culture and the Middle Eastern
countries, not only Arab but Iran as well. The wife has to stay home and take care of the kids and
the man is very dominant.” Mary thought that the media represents the Arab culture as if it were
the Islamic religion, arguing that “This is all part of culture, not religion, and I think that people
mix up religion and culture together; they see that bad culture, and they introduce it as the
religion to the people. And that is why they represent Islam in a bad way because of the bad
culture that we have.” Mary advised Muslim Americans struggling with discrimination in the
following:
I would just tell them that they need to really believe in what they were doing and be
proud of it. To have self-esteem and confidence and not listen to what people say.
Because, you know, people are always gonna talk and say things, so if it is going to get to
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you and tear you, it is going to get you down. You just have to truly strongly believe in
your faith and that will keep you going and that is what kept me going when I was
wearing the scarf as the belief that I have being proud of who I am being proud of
wearing the scarf. That is why whatever people would tell me, any sort of discrimination,
it didn’t get to me or bother me because I was very proud of me and who I was as a
person. But once you don’t feel that way, then you kind of lose everything.
Mary reflected on her own life and remembered that she felt the most self-confident when she
was a practicing Muslim. She also thought that understanding oneself and having self-confidence
overpowers discrimination.
Mary’s identity and belonging.
Mary seemed to identify herself in terms of ethnic, national, and cultural identities. She
saw herself as an American citizen since she was born and raised in the United States. However,
she felt she belonged more to the Iranian heritage and culture. In spite of the fact that Mary
stated she liked Iranian culture more, clearly her American culture dominated since she blended
in with Americans when around them.Mary and her family used the Persian language to
communicate with each other and with their Iranian families and friends. They even had access
to satellite Iranian channels. Having Iranian friends and watching Iranian media familiarized
Mary with the Iranian culture to the degree that she identified herself as “a proud Iranian.” She
still identified herself as American because: “I was born here, and I don’t really feel that people
find me to be very different.” Even though she was born and raised in the United States, she
assumed:
I don’t think I have too much of an American culture in me. I don’t think I do, but I like
the Iranian culture a lot more. But I just noticed that when I am around American people,
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I kind of feel like one of them. I don’t think that they feel that I am different from them.
Mary compared herself to other Iranian Americans who were like her:
I feel like I am unique in the sense that I just feel very patriotic about where I come
from: Iran. So I feel a lot more Iranian than I am American even though I have lived here
all my life. I say I am Iranian but I was born in the US. But I just feel more Iranian than
American, and I just see that as uniqueness because most Iranians who are like me born
and raised here don’t even consider themselves Iranian or they don’t feel Iranian. They
feel American. So I think I am very different than that. I don’t know why or how I am
like that but just very patriotic I guess from where I come from and very proud of it too.
Even though born and raised in the United States, Mary identified with her Iranian heritage.
Mary believed that her Iranian roots marked her as different from other Americans and made her
feel proud and special. Unlike her Iranian counterparts who distanced themselves from their
Iranian roots, Mary felt that her uniqueness lied in her Iranian identity.
In terms of religion, Mary identified herself as a Muslim but not as a practicing Muslim:
No, actually I haven’t prayed for a really long time, and I am really upset about that too
because I used to pray all the time, but I don’t know what the reason is why I don’t pray
any more. I just feel like a lot of things that I wanted from God or asked for like I just feel
like he doesn’t hear me or doesn’t listen to me. I really want to get back to praying again
and fasting cause I don’t do any of that. I just kind of stopped doing everything. But if
someone ask me, “what are you,” I do say I am a Muslim, but I don’t know if I could
really consider myself a Muslim. I don’t practice anything either. Well actually I take that
back. Cause I believe in one God, and I do believe the prophet Mohamed is his
messenger so that I guess does make me a Muslim. But you know I am not a practicing
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Muslim so um, so I think I need to do something about that.
Initially, Mary had confusion about whether or not she considered herself a Muslim. This
confusion comes from a criterion (only those who believe in Allah and practice Islam are
considered Muslims) that has been set for who is considered a Muslim—and whether or not she
fits the criterion. Mary herself cited another criterion: faith in one God and Mohamed as the
prophet. In the end, she decided she is a Muslim who needed to rethink her Islamic practice.
Mary understood the religion of Islam uniquely. Arguing that:
I see Islam as a very free religion, a religion of choice...you can choose what you want to
believe, what you want to do and there is no pressure in doing anything. And I believe
that, um, God is the most merciful, and I think that if you believe in God and you have
faith, I don’t think that God is someone who would punish you or make you burn in hell
fire if you don’t wear a scarf; I think it is mainly what’s in your heart what’s your
intention. I think it’s really that is Islam. Of course wearing the hijab, you are
representing a Muslim woman, but, um I just think it is a religion of choice it is a free
religion. You could choose what you want to do.
Mary seemed confused about Islam; in her perspective Islam is a free religion that is mostly
focused on what’s in the heart and a person’s intention, yet she felt that her religion was lacking
the practice and she needed to do something about it. This confirms that Mary believed that
Islam encompasses both intentions and actions, so if any of these aspects is lacking the person’s
religion is incomplete.
Mary doesn’t go to a mosque or any place of worship. However, being a Shi’ite, she
visits the Shrine of Imam Reza when she travels to Iran in the summer. She explained to me that
Imam Reza is number eight of the twelve imams that Shi’ites believe in: “Imam Reza is buried in
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Mashhad; in that mosque and the dome is covered in gold. It is just like a holy and sacred place.
The Shi’ite go there if they want to ask something from God, Imam Reza and their wish would
be granted.” I asked Mary to explain to me what Shi’ite people believe in. She explained that
“well, we Shi’ite believe that after Prophet Mohamed (pbuh), Imam Ali was supposed to be the
next caliph so the 12 Imams are basically the sons of Imam Ali and it just goes down. The last
imam is imam Mahdee, who will come back with Jesus (pbuh). That’s what we believe in.”
Mary explained that Shi’ite people favor some imams over others. For example they like Imam
Hussein, the grandson of Prophet Mohamed and son of Ali because “Imam Hussein fought in the
war with only 72 soldiers who were his close friends and they fought against thousands and
thousands of warriors of Yazeed’s army. He fought for Islam; he symbolized a hero.” Even
though both Sunni and Shi’ite Muslims respect all households of the Prophet Mohamed (pbuh)
and his descendants, Shi’ite Muslims designate a high status to the descendants of the Prophet,
even higher than that of the companions of the Prophet. Sunni Muslims don’t see lineage to the
Prophet as the only factor for respect and privilege, but they judge people based on their piety
and dedication to the religion. Secondly, Mary stated that Shi’ite Muslims believe that the 12
imams have special status with Allah, so they use them as intermediaries to grant their requests.
While Sunni Muslims prohibit having intercessors between a Muslim and Allah, they trust it is a
form of disbelief and an associating partnership with Allah, which is a major sin in Islam.
In 1999, Mary’s father decided to take his family away from the United States and live in
Iran: “He didn’t want to live here anymore, so we just all decided to go back. He also told us that
if we weren’t happy living there, we would return to the US.” But that never happened because
Mary had a hard time adjusting and getting accustomed to the new life in Iran during the first
year: “I didn’t like it at all, but I ended up staying; obviously my dad didn’t want to go back.”
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Mary explained that when they were living in the United States before they lived in Iran, her
parents were very religious Muslims. “It was right after the revolution in Iran, so they were just
very religious people and that is the reason why we became very religious.” Her family gave her
full support, “telling me you should be proud of who you are and you should be proud of being a
Muslim.” This experience influenced Mary’s religiosity growing up in a religious Muslim
household. She was a practicing Muslim who prayed and fasted, proudly wearing the hijab
beginning at the age of nine: “I didn’t think anybody would stop me, you know, from my belief
and from wearing the scarf.” Mary even told me that, during 6th grade, her parents moved her to
a private school in a White neighborhood in which all the students were affluent Whites. Mary
supposed that she was the first Muslim girl wearing the hijab in that school. As she was walking
to her class one day, an 8th grader came up behind her, pulled down her scarf, and started
laughing with his friend. Mary commented that:
I was so shocked and so upset, and I actually started crying and hurt because he did
something like that. I remember someone else came and told me “why you are wearing a
rag over your head,” you know these things like that—that was a time when I felt like
being a Muslim was problematic, but I was just so strong and so proud of my religion that
I didn’t care. People got used to me and they liked me right away, so I didn’t have that
problem at school anymore.
Mary explained that her perception of her religion has changed since she first visited Iran
in 1999: “When I went to Iran, I really experienced a major culture shock.” She was expecting to
find Iran a religious country, but instead she found the country and her relatives not religious at
all; none of them were practicing Muslims. Mary said: “And here I am coming from America to
Iran, which is a Muslim country, and they are looking at me differently and saying what is wrong
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with me, and I am wearing the scarf.”
Mary also remembered her cousin’s wedding during her first year in Iran. She saw all her
family members dressed up in nice clothes, and she didn’t feel comfortable that she and her
sisters were covered up. She remarked that:
It was just really an uncomfortable feeling. I didn’t feel that way when I was living here
because I knew this is America, and I am a Muslim, so obviously I don’t expect them to
be the way I am. But I thought when I go back to Iran and everyone is Muslim, I
expected people there to be like me, but they weren’t and so and then on top of that I felt
a little pressured from my relatives because when I go to my uncle’s house and my male
cousins were there, I would wear a scarf in front of them and they would look at me like
“why are you doing that? I am like your brother I would never look at you in any way.” It
was a very uncomfortable feeling, and I felt like I didn’t want to do this anymore. One
day, I decided I am not going to wear this anymore and I didn’t. It was too much for me. I
just think the environment in Iran is so anti-Islam; people are not religious at all. The
reason for that is because of the government because of how they are pushing the women
to wear a scarf and they are very rebellious. They are not practicing Muslims at all. And
when you go there it really affects you, it affected me and my parents. So you develop
kind of resistance or you fit in.
Unlike living in the United States, in which she has a minority status as a Muslim, she had no
expectations for people to believe in and practice Islam. Mary’s expectations about the Iranian
culture to be a dedicated Muslim society were dashed on her first visit to Iran when she found the
society to be anti-Muslim and her relatives to be non-practicing Muslims. They pressured her to
be like them and, since relationships with her relatives seemed to be very important to Mary, she
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took off her hijab to fit in with them. The government’s laws that mandate women to wear a
headscarf made people rebellious and reject Islam. Mary’s parents also became rebellious and
wanted to fit in, so they distanced themselves from Islam. Even though Mary felt discomfort in
Iran, after 9/11 the social, cultural, educational, and political systems in the United States
criminalized all Muslim Americans and treated them like outsiders and enemies of the state. This
made Mary identify more with Iran than the United States.
Themes.
Muslims’ treatment in the United States after 9/11 and her parents’ religiosity, which is
influenced by their relatives and culture in Iran, shaped Mary’s social, cultural and educational
experiences and identity.
Issues of identity and belonging surfaced from Mary’s biography. Although Mary located
herself within her national, ethnic, religious, and cultural identity, she did not view those
identities as overlapping, but rather as separate. She also seemed unsure about where she
belonged. Her experiences both in the United States growing up in a religious Muslim
household, practicing Islam, and wearing the hijab at a young age developed a certain character
grounded in religious belief, self confidence, and pride. Even her peers’ harassment at the
elementary private school did not matter to her. This all collapsed with the cultural shock on her
first visit to Iran just as she eneterd high school in 1999, after observing that her relatives were
not practicing Muslims and the environment in Iran was anti-Islam. This caused Mary and her
family to perceive Islam differently and change their lifestyle to fit in with their relatives. Mary
took off her hijab, and her whole family stopped practicing Islam. Despite this negative
experience in Iran, Mary identified more as an Iranian than an American, particularly after 9/11
and the tendency in the U.S. to mark Muslims as terrorists and enemies of the state. When Mary
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came back to the United States from Iran, she found that Muslims are treated negatively. She
experienced discrimination and harasements at the airport for having an Iranian last name and at
the university for having a darker skin complextion. These negative experiences made her fearful
of not fitting in and being treated as an outsider. Even the media portray Muslims as terrorists or
uncaring people, which made Mary further fearful of experiencing feelings of not belonging.
This made Mary stop practicing Islam and conceal any symbols that identified her with the
Isamic religion. Mary illustrates the influence of participation in another culture and how Islam
and culture are somewhat different.
About Darla.
Darla is 19-years-old second-generation Palestinian American. She is a first year student
at the university and wants to specialize in child development. Darla’s mother is Anglo
American and her father is Palestinian American. She has two brothers, one older and one
younger than her. Her family is upper middle class living in a wealthy White neighborhood in
New Mexico. Her parents are well educated who met and married while they were studying
together at the University. Her father is a Sunni Muslim who works as a supervisor, and her
mother is a Christian who works as a wedding planner. Darla’s first language is English, but her
father speaks some Arabic at home. Although she took some Arabic classes at the University,
Darla’s Arabic is basic; she struggles to make full sentences in Arabic.
Darla’s social, cultural and educational experiences after 9/11.
Darla recalled sitting in her elementary classroom on 9/11. She narrated her experience:
The teacher turned on the news and the first building was burning, and I had no clue what
happened…. oh a plane went into the building so of course we thought it was an accident
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at first, and then you start hearing the news and what they are saying and its Muslims and
then the second one goes in, and I am just completely horrified watching this thing. It is
very emotional; you are seeing people burning and jumping out of these buildings to their
deaths, and I was just crying and so sad then it didn’t even occur to me that this would be
some kind of Muslim/Islamic rational or cause.
Darla felt horrified when she heard that there was a terrorist attack on the United States. Hearing
on the news that Muslims did it for an Islamic cause confused her. It never occurred to her that
Muslims would commit acts of terrorism and violence since all Muslims, practicing and nonpracticing, converts and Muslim-born, learn that Islam is a religion founded on peace and social
justice.
Darla felt that the classroom dynamics at school changed after 9/11. Her teachers told the
students that they have to show support and stand with the country otherwise they would be
perceived as non-patriotic. One teacher told Darla’s class: “If we were not fighting in World War
II, we would probably be praising Hitler.” This statement was shocking and confusing for Darla.
She said: “It shocked me because it’s like, if we were not fighting for our freedom, we would be
praising Osama bin Laden, you know.” These statements give students contradicting messages
that, depending on the situation, a person is considered a hero or a villain, which shifts the focus
from the person’s morality and intentions, to the discourse that perceives the person either as a
hero or a villain. Indeed, this statement discouraged Darla and made her hardly believe Osama
bin Laden was really a villain.
Darla didn’t have a bad experience during elementary school when 9/11 happened, but
during middle school, the students verbally abused her and called her “sand nigger”. Darla’s
high school experience was not that great either. Her peers’ negative remarks and her teachers’
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non-support made her start hating school:. “I started to hang out at college and broke away from
high school because these kids are so stupid. All they care about are cars, sex, money, drugs, all
this stuff. I needed to hang out with people who understand me so I started hanging out with the
MSA (Muslim Student Association).” Seeing that she had different interests from other students
at her school, Darla felt that she did not belong there. She started going to the college campus
more even though she was still in high school.
I had a short schedule. I would take like three classes at school in junior and senior years
and after school. Because I was the Editor Chief of the newspaper at school, so I would
come to the University, and I would be like, ‘hey you want to hang out?’ When I was in
high school, I was ready to graduate, and I was like, ‘I am done!’ It just like got to the
point that you become mature and get annoyed by every little immature thing that anyone
does. So I was like going to college even though I am still in high school.
Darla’s lack of support at school against her peers’ verbal abuse made her hate school and even
escape from it to hang out with a group of students who had similar interests as hers: the Muslim
Student Association (MSA) on the university campus.
The MSA organize an annual event called Islamic Awareness Week in which they set up
a tent on campus for a week, answer questions about Islam, and provide students with free
resources. During that week, Darla noticed that there was a lot of Islamophobia on the university
campus. She explained:
There were always people who would come up to the tent and say, ‘why do you believe
Mohamed is the God?’ And we explain like ‘he is not the God, he is the messenger of
God’. They would be like, ‘you guys believe in blowing up yourselves for the 72 virgins’.
Then I am like, ‘no, not at all. Where do they get this information from? Fox News?’
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They say stuff like, ‘oh, the Muslims are coming out to kill us all’. Like during the
hearing of Peter King, Fox News would just play all this propaganda about how Muslims
and Shariaa law will take over the world and I am like, ‘are you serious?’
Darla perceived lots of Islamophobia during Islam Awareness week on campus. Students came
up to Darla’s tent with wrong information about Islam propagated through Fox News. Although
Darla and other Muslim students tried to alter misconceptions and educate their fellow nonMuslim Americans about Islam, the damage caused by the media’s misinformation seems to
have a huge impact on students’ perceptions of Islam and Muslims and pose a huge challenge for
Muslim students trying to educate their fellow Americans. Darla further narrated that:
I was watching this documentary yesterday on CNN; it was a good one called
Unwelcomed Muslims. All these people in Tennessee are so adamant on building a
mosque because of pure prejudice. They were so ignorant. One of the lawyers, he is so
like, ‘is Shariaa law a religion?’ ‘No Islam is’. ‘Islam is a religion because of Shariaa
law?’ I was like: ‘are you serious?’ Where did this guy go to law school? People are so
ignorant they say like they are trying to kill us Americans because we have freedom and
they are trying to turn us into Islamic nation. Those same people are trying to kill us; they
are building a mosque which will be a training ground for young terrorists, and I was like,
‘are you serious?’ When people think and these things stick to their minds pretty much,
even if you are American, if you are a Muslim, you are an enemy to America. In
Tennessee or New York, the tea party movement.
Darla became shocked about how deeply Islamophobia is ingrained in the American society
when she watched a CNN documentary about non-Muslim Americans reaction to building a
mosque in Tennessee and New York. She felt that people rejected the idea that Muslims are part
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of the American pluralistic society and categorized them as terrorists and violent. Ideas of
Muslims using the mosque facility to train to kill Americans dominated people’s minds even
among those who were considered educated.
Darla and the MSA organized a lecture series to educate American non-Muslims about
Islam. Among the lectures, there was one about Jesus in Islam. Darla explained that:
The masjid actually came to us and told us that Imam Shafie can come and speak to this
topic because a lot of Americans ask “how does Jesus fit in all this? If you say that you
are monotheistic religion and similar to Jesus message” and all this, so we decided on this
topic especially for students, you know, the community who really need to understand
what Islam is and how Jesus fits in. Because in Christianity, Jesus is the only most
important figure in the religion, so pretty much we are doing this event and hoping a lot
of people will attend from the Christian faith to understand us and understand that Quran
is very similar to the bible except to some differences that Jesus is not the son of God, he
is a prophet, and he did not die for our sins, you know, just like making the community
understand, you know, what we believe in the stuff.
Darla believed that one of the solutions to portrayed misconceptions about Islam and Muslims is
to educate the American community about Islam and the similarities between Islam and
Christianity. During their lecture series, Darla and the MSA included a lecture about Jesus
because he is the main figure in Christianity and well respected in Islam as a Prophet in hopes
that this might remove misconceptions and some of the fears that people have about Islam. After
the event, an anonymous person emailed the whole MSA board insulting Prophet Mohammed
(pbuh) saying, “such degrading things like he was a molester, like horrible things that I do not
want to repeat, and he would be like, ‘you guys love ham and bacon’, and he emailed all of us,
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and we decided to ignore him.” Receiving such emails after an event like Islam Awareness Week
only reflects the intolerance and racism against Islam and Muslims.
Darla’s identity and belonging.
Darla spoke about her religious identity and called herself “I am a developing practicing
Muslim.” She explained what she meant by a developing practicing Muslim saying, “I try to pray
every day. Sometimes it is once or twice a day. I am developing, but I have been fasting since
13, so I do fast.” She also goes to the mosque on Eid (one of the two Muslim feasts) and
sometimes goes to Church with her mother.
The only experience I have at church is people trying to save you. So you would be
sitting there and the pastor would be like, ‘if you are saved today and you love Jesus
Christ, look me in the eye’. I would be like ‘it is so awkward’, and my mom looking at
me, and my grandma looking at me, and I am like ‘okay, I do not want to look him in the
eye. But he knows I am Muslim’. So my dad attends the church out of respect to my
mom, and my mom goes to the mosque on Eid.
Although Darla’s mother and father embrace different religions, they both attend the others’
religious ceremonies out of respect. Their relationship exposed Darla to both religions, Islam and
Christianity, and made her attend both the mosque and the church. Consequently, Darla chose to
become a Muslim and tries to strengthen her Islamic belief by going to the mosque every other
week and will start going there more regularly.
Even though Darla is only 19 years old, her biggest challenge was thinking about death.
She elaborates as follows:
This is deep you know, I think about this a lot; I don’t know what I am gonna do if
something happens to me. Cause I am not really open with my religion to my family
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because it is such an issue. Because my mom wants us to be Christians and my dad wants
us to be Muslims, and I choose to be Muslim and my dad knows that. Like, what if
something happens to me the next day and I just die, you know. I always think like “oh,
will I have a Christian service?” My mom wants a Christian service but my dad wants a
Muslim service, and it is just like I worry about that. A lot of the things like the hijab
issue and sometimes I feel that people look down upon me like when I am in the MSA
room cause I don’t wear hijab, and I just feel like I am not ready, you know. Women who
wear hijab are strong. I look after them because when you wear scarf, people
automatically know you are Muslim, and it takes courage, especially after 9/11, and you
have to be strong and really know yourself. I want to one day but right now I don’t have a
strong will or ready to do that. Yesterday one of the kids asked me “why don’t you wear
hijab?” And I was just like “a personal issue in my house; if I wear hijab, my mom would
know, and I would totally break her heart. Especially after the passing away of her sister,
my mom started thinking about the afterlife and the religion and stuff. I just feel like too
soon for me to impose the hijab. I don’t feel like I am ready to be honest, and I do hang
out with my guy friends but we don’t do anything like mingle, we just play kick ball and
we have a lot of fun. But I feel like if I started wearing the hijab, a lot of my guy friends
will be like “oh, we can’t really talk to you anymore.” It is just like I noticed that with a
lot of guys here. Maybe when I am married I will wear hijab but, for the time being, I
don’t know.
Issues of religious identification and belonging interact in Darla’s experience. Growing up in a
split Muslim/Christian household put a lot of pressure on Darla and made her unable to explicitly
choose one religion over the other. This resulted in thoughts and concerns about what kind of
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service she would receive if she were dead. Faced with her Muslim peer pressure, issues of
gendered Islamophobia also arose from Darla’s experience, particularly in relation to wearing the
hijab in American society after 9/11. She felt looked down upon for not wearing the hijab by her
Muslim peers and, at the same time, if she wore it, she knew she would be discriminated against
by American society and would not be able to interact with Muslim guys who saw the hijab as a
sign of gendered segregation and distance from the opposite sex.
Religion is a struggle in Darla’s life. She explained to me why she felt that way:
It is a struggle for me because when I was younger I would pray with my dad when my
mom wouldn’t be there. I would pray at the masjid, and we would go every Sunday to the
Muslim school, and we would learn about Islam. So pretty much I knew about Islam. But
when I go to my grandma's house or this part of the family, I didn’t really know so much
about Christianity. I knew who Jesus was but wasn’t really that into it because it wasn’t
really pushed on me. So, now it is a struggle for me because my mom wants us to be
Christians and pretty much every time I bring up this religion, it is like the worst topic to
bring up between me and my mom because I don’t know what to say. “Oh, mom I am not
religious.” I don’t know what to think right now because I don’t want to hurt her. And
then my dad would talk to me about Islamic stuff, so it is a struggle for me because I
want to tell my mom that I want to practice Islam more, you know, and really be just like
"mom, I am a Muslim.” It is hard right now because my older brother is not religious at
all and both my parents are trying to push him. My dad would be like, “you should marry
a Palestinian Muslim woman,” you know, and my mom is like, “he marries whom he
wishes, not a Muslim.” So, it is like a struggle. So when I go to the MSA room, it is
awkward. I know the Quran, I read it and stuff, and it is not like I can tell someone I go to
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the mosque and pray 5 times a day because I really can’t you know. It is difficult for me
to be raised in a family like this compared like a family, you know, like everyone is a
Muslim, you know. Much easier to say I am a Muslim and be a Muslim. Sometimes I get
confused. I am a Muslim but I need to be a stronger Muslim but you need the
environment. Like when I go to Palestine, it is easier because everyone speaks Arabic,
everyone praying, everyone talking about Islam, you know, so it is easier for me. But
when I am here in America, it is like kind of hard you know.
Darla struggled with her religious identity, which emphasizes the importance of having a
congruent environment to practice the faith and maintain a religious identity. She felt pressured
about her diversely religious household, which caused her unableness to practice the religion she
chose (Islam) in a healthy way. She almost had to hide her religious belief and practice so as not
to displease her Christian mother. She believed it would have been much easier for her to reveal
her Muslim identity and practice Islam in a Muslim-only household. She mentioned that when
she visited her relatives in Palestine, practicing Islam was a lot easier there since everyone of her
family is a Muslim. However she had a hard time practicing Islam in America, particularly in
the home environment in which there was a lot of pressure on her and her brother to pick one of
their parents’ competing religions.
Darla discussed her multiple identities saying:
My mom is a Christian from Texas and my dad is a Palestinian Muslim. I say I am
American Muslim. I identify myself more as Palestinian because of the activist part, but
when I am in Palestine I feel like so American because they are like, “you don’t know the
language that well and you are so Whiter than us.” It is one of those identity issues, but
when I am here I feel like an Arab, and when I am in Palestine I feel American. It is just
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like those crossroads, but I am Palestinian American who is Muslim, that is what I say. I
fit in, but people can point me out and say, “that's an American” cause my accent, just the
way I dress. I can even fit in as an Israeli, people don’t know. One time, me and my
brother decided to go to the Jewish court in Jerusalem and to pretend to be Jewish, and
people didn’t know like for me and my brother. You can’t really know our ethnicity; we
could be Hispanic, we could be like pretty much anything, but when I go to Palestine I
feel like I fit in but not like someone who has been born and lived there, you know. Even
like my cousins are American, too; they have darker skin, yet people can still point them
out. That's pretty much what I am struggling with right now.
Darla located herself within her national, ethnic, religious and cultural identity as a Palestinian
American Muslim. She saw that these identities overlap; however, each identity prevailed over
others in different contexts, which is evident when she was in Palestine, she felt American and
when she was in the United States, she felt Arab. When she was in Palestine, people could point
her out because of her white skin, accent, and the way she dressed, which reflected her American
culture. However, since Israeli culture is more mixed and diverse, people did not recognize her
and her brother when they pretended to be Jewish while visiting Jerusalem.
Even though she was only 19 years old and a first year student at the university, Darla
was involved in many activities on campus that support social justice and human rights.
I am part of the Coalition for Peace and justice, MSA, and I am also a part of Youth
Radio, which is a radio based on social justice issues in the community, nationwide, and
stuff. I am also part of End the Occupation campaign, but I do not really do too much. So,
in the radio, we talk about a variety of issues from recently immigration laws in New
Mexico and Arizona and also Muslims in America; we are talking a lot about the
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discrimination against Muslims in America. Also, African American issues, racism, gay
rights, and Palestine. I had so many Palestinian shows recently, and we have been talking
alot about Palestine and the revolutions happening and about politics, Democrats and
Republicans and pulling out the facts that make Republicans, like the votes they had, you
know, I dont know how to explain it, but just like politics, you know.
Darla engaged in many religious, social, and human rights organizations and activities. Darla’s
activism is a form of being an active member of the American community and a form of
resistance to oppression and injustice. She challenged injustice by being involved in activities to
create awareness about many issues such as: Islam, Muslims, Palestinian rights, Hispanic border
issues, racism against African Americans, and gay rights. Darla’s challenge to all these issues
shows that she was against injustice to any group. Darla’s organizations obtain their information
from:
News articles, scholars, professors. We get our sources from CNN. We do lots of
research, and we interview people who are really in the issue. We interviewed people
from immigration rights and activists here at the University. Recently, I interviewed my
friends Rosa and Hoda who are very active and aware, so they spoke to us about the
Flotilla (rescue ships to Palestine from Turkey and other countries) because Hoda is
actually an eyewitness account who was on the Flotilla, and Rosa was in Palestine a lot
and he does poetry and stuff. Those are good people for sources.
Darla’s human rights activities, particularly for Palestine, angered many people including
pro-Zionist groups. She explained:
Especially because I am proactive in the coalition for peace and justice in the Middle
East, a lot of pro-Zionist groups always attack me. “You are terrorist, you are a terrorist
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sympathizer, you love Hamas, you are actually collaborating with Hamas;” they send me
emails. I don’t know how they know my email, but they just send really negative things. I
am experiencing it more than I did before maybe because now I am more active. I am
getting a lot of people who have hate for me. I am strictly doing this for human rights, I
don’t care about Hamas, or politics, or Fatah, only for human rights, you know: equality,
freedom, human rights for everybody. They still continually call me anti-Semitic.
Someone emailed me and told me, “you are just as bad as the people who blew the
towers.” I heard it is like normal - like a lot of my friends are getting this because they are
also active; it is ridiculous. A guy from Harvard actually interviewed me about this
problem, people like pro-Zionist people and tea party type of people who harass activists
and stuff.
Darla realized that being a Palestinian is marked as being a terrorist by pro-zionist and pro-Israeli
groups at the university. She stated that Israeli media like Hasbara (Israel Citizens Information
Council) distorts Jewish and pro-Israel people’s ideas about Palestinians and about the reality of
the Palestinian/Israeli conflict. She said that pro-Zionists are only defending the land of Israel;
however, they are ignoring the rights of the Palestinian people. They distribute fliers in
synagogues that state that all Palestinians are terrorists and that encourage attacking proPalestinian groups or convincing them to support Israel. Darla gained experience debating with
Zionists and using the technique of providing facts to provide counter-arguments. Similarly,
Darla advised Muslim students to educate themselves with knowledge and facts about the
Islamic religion to counter attacks against Islam.
Themes.
There are many forces shaping Darla’s experiences and identity: her parents’ diverse
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religious and ethnic background, her school social and educational experiences charged with
discrimination and harassment after 9/11, and her university experiences as a human rights
activist and pro-Palestinian.
Darla’s social, cultural and educational experiences changed after 9/11. During middle
school, Darla’s friends started to notice that she has an Arabic last name. They started to identify
her as an Arab, a Muslim and a terrorist. Even some of Darla’s teachers associated Arabs and
Muslims with terrorism and dishonored Darla’s father who is a Palestinian American. This
influenced Darla to hate school and spend her time with college Muslim students. At the
university, Darla’s human rights activism exposed her to further harasement by pro-Zionist
groups who called her terrorist and terrorist sympathyzer.
Darla’s school and university experiences after 9/11 and growing up in a religiously and
ethnically diverse household shaped her identity and belonging. Darla described her identities as
overlapping, conflicting, and shifting based on the context. Even though she identifies as a
Muslim, she conceals her Muslimness fearing to hurt her Christian mother. This caused stress for
Darla and made her feel concerned about issues of death and buriel. Darla also felt stressed from
the peer preasure caused by her Muslim friends at the university to wear the hijab. Additionally,
Feeling excluded from the American society, Darla identified with her Palestinian heritage and
carved an active role for herself in the American community by being a human rights activist.
She educated and provided awareness about Islam, Palestine, the Mexican border problem, and
racism against African Americans using different human resources, textual resources and facts.
Darla identified herself as a Palestinian, American and a developing Muslim. She gave advice to
Muslim American students to educate themselves about Islam and provide counter-arguments
using facts. Darla's case illustrates the inner and outer conflict in a mixed religion family. She
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became a kind of crusader for educating people about Islam, almost as part of her own selfexploration.
About Mark.
Mark is a 26-year-old, second generation Latino male. Mark considers himself of mixed
ethnicity; his mother is originally from El Salvador and his father is from Mexico. Mark’s father
is a professional lawyer, and his mother is a landlord. He grew up in a religiously diverse
household: his father is a free mason and his mother is a Christian. He became more influenced
with his mother’s Christianity and even entered a private Christian school during high school. He
converted to Islam in 2008 when he was studying at the University after learning that Islam does
not differentiate between people based on race. Many of Mark’s family members are in the
military and, even before 9/11 happened, his father wanted him to join the military, but Mark
refused to go that route. Instead, Mark is finishing his B.A. with a major in Religious Studies at
the University.
Mark’s social, cultural and educational experiences after 9/11.
On the day of 9/11, Mark was going to school with his father, his brother, and a friend of
his when they heard about the attacks on the news radio. His reaction was: “it was just kind of
surprising. Not really something expected.” When he went to school, he found that his high
school teacher turned on the TV and let them watch the attacks and news about it the entire
school day. Mark said that the teachers “were handing out papers on how to deal with grief and
stress and these types of things, and a lot of people were very confused and worried, I guess you
could say about what was happening to people in New York.”
Mark noticed that “very quickly you get to realize that people were going to use this as an
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excuse to take revenge against someobody.” The continuous showing and repetition of the events
on the news media all day and politicians’ rhetoric and explanation of the attacks gave Mark the
impression that the United States’ government were calling for vengeance, not for justice. Mark
continued:
It kind of very quickly changed from we are concerned about what happened to people to we are angry and we need to do something about it. That was the kind of the reaction
you saw; alot of people, you know, going from concern and passion to anger and wanting
to take some kind of revenge. That happened very quickly, propably within a couple of
weeks when president Bush started giving speeches saying these people did it, we need to
go get them, and we are going to take revenge against these people. He was refering to
the people of Afghanistan basically. Now, without any proof actually but with just
manipulating the emotions of the people of the United States, and so alot of people at
school they kind of fell into this and were saying things like: ‘oh, yeah we want to go and
list into the army’ and stuff like that.
Mark deemed that the United States’ government concealed information from U.S. Citizens. He
argued that neither the President nor other political leaders provided proof to justify a war
against a nation. Instead, they took advantage of the American people’s grief and used the event
of 9/11 to go to war. The U.S. government used the power of the media’s to mobilize the people
and gain general consensus to send troops to fight the Muslim Terrorists in Afghanistan. This
filtered down to the education system through the teachers. Mark stated that his teachers
encouraged students to either enlist in the military or become vocal about their support of the
President and his policies, “basically making people think that if you didn’t agree with
everything the president was doing, then you somehow were in favor of what happened that day
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against the innocent people, the people who died that day in New York and Pensylvania, those
innocent people.” Mark remarked that his teachers made it clear that either students showed
strong support for the war against Afghanistan or they were to be conceived as unpatriotic
terrorist sympathizers. By doing so, the teachers were forcing the students to become uncritical
of the events and the aftermath and to submit to the United States President and the troops..
Even though Mark was not a Muslim at the time, he was not convinced by the official
September 11 narrative told by political leaders. He explained his reasons for his skepticism:
My mom is from El Salvador in Central America and prior to this event happening, I had
done some research on the history of our country, specifically what had happened during
the civil war. What I came across was that the government of this country, the United
States, was systematically lying to people about what was happening over there, and they
were claiming, for example, that they were fighting against these evil communists and
they were supporting very good and righteous people. And after I did my research, that
was really not so much the case and actually the people they were supporting were
involved in death squads and raping women and these types of things. So I had already
become a little bit skeptical about the official stories that were being given, so by the time
this event occurred, I did not have all the pieces connected to the puzzle, but I was kind
of thinking, you know, something a little bit strange because I saw how it was being used,
you know, but yeah it seemed like it was being used for something vey quickly after
when it happened.
Mark’s own past experience and research about El Salvador’s civil war and the United States
involvement in the funding and promoting the war made him skeptical about the official stories
told about 9/11. He felt it was a bit strange that the attacks were used so quickly to launch a war.
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In Mark’s opinion, the attacks of 9/11 were “an inside job and there was people within the
government that were responsible whether or not they had help from outside, I don’t know.”
Mark backed his accusation of the United States government with the following justifications:
I don’t believe the official story, and I definitely now think, and especially looking back
on it, they had everything to gain by doing such a thing because it provided the perfect
justification to carry out these wars in Afghanistan and Iraq. I think part of the gains that
they are trying to build an oil pipeline in Afghanistan and Iraq. I think it is also connected
to getting more oil as well but then, at the same time, I think there is a very strong loyalty
on the part of the leadership here to the State of Israel and also it’s the state of Israel's
interest to see the United States at war with Muslim countries.
Unsure of the official story told about 9/11, Mark tried to understand the events of 9/11 and the
aftermath by reviewing historical events, making connections and examining whose benefits
these events served. He thought the 9/11 attacks helped reconfigure relationships of power and
subordination in the Middle East region. The war against Afghanistan provided justification for
the United States government to achieve its global interests in the region by building an oil
pipeline while protecting Israel. Mark also believed the media plays a huge role in presenting
Muslims in negative ways:
The terrorist image is the number one image that makes “Muslim” a synonym for like
“terrorist” and this is not in any way justified of course because, like Timothy McVeigh
when he blew up the federal building in Oklahoma city, you didn’t see the media going
up there and saying “Christianity, these Christian terrorists.” So, it’s definitely true; you
see the media declared a war against Muslims; they take every opportunity they can to
stay on our honor. The second one, I would definately say that the idea of the oppressed

123

Muslim woman that needs to be liberated and the strange thing is you have non-Muslim
women who are talking about this for the most part. They don’t actually sit down and talk
to Muslim women about these sort of things, and you have a lot of these so called
“Muslim experts,” and they are not even practicing the religion, you know, - so its kind
of strange - I think it is deliberate for a reason.
Mark observed that the media circulates specific images for terrorists and oppressed women
carrying particular characteristics that stereotype all Muslims. He also felt outraged that Muslim
voices are silenced in the media and instead non-Muslims who call themselves experts in the
religion circulate false information. This made Mark believe that the attacks against Islam and
Muslims are part of a deliberate cohesive plan. On the other hand, he was sure that such negative
representations have a deep impact on Muslim students:
It creates like an inferiority complex in a lot of Muslims because many may become
ashamed of their religion or think it is something they have to apologize for, they think
they have to modernize their religion and they start saying that alot of things that are part
of Islam are actually not just because they think that by doing this they will somehow get
the acceptance of the people who are broadcasting these messages. But that is not the
case, you know, it says in the Quran that some people are not only going to be happy with
you until you quit your religion. So, I think what happens, unfortunately, they try to be
150% American to show that “I am not like those extremists, I am not like those
terrorists, I am just like you, I am even more like you than you are.” And for the nonMuslims it creates like a climate of fear, it makes them fearful and it makes them
suspicious and basically they get the idea that ‘these people called Muslims are trying to
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hurt me and my friends and family, they hate me because I have something called
freedom’.
Mark stated that negative representations of Islam and Muslims in the media have negative
effects on Muslim identities like being ashamed of their Islam or apologetic for their religious
belief. On the other hand, these negative representations have a negative impact on the society as
a whole since it creates fear among non-Muslims and breaks the fabric of the society. Mark
narrated one incident before he accepted Islam that shows the impact of media representations on
people’s perceptions of others:
I went to the MSA room to go talk to one brother in there and basically I wanted to ask
him “how do I accept Islam?” That was my intention, but, you know, its when you have
been conditioned for so long, there is a one psychologist experiment, he would ring a bell
and would give a dog food, so everytime he rang the bell the dog made association and
that would click on the mind - it is kind of like especially for non-Muslims or people who
don’t know any Muslims. When you have been given that sort of conditioning, depending
on how much TV you watch, whether it is, you know, movies or TV shows or the news,
it is very difficult to break through that conditioning, that mind control you have been
given. So, I opened the door, and I looked in there to see who is in there. And I see this
guy typing on the computer and he has got a big old beard and there is like the Saudi flag
behind there has got like a sword on it and some strange writing on it that I don’t
understand. So, I look at that and I am just like “turn at me, yell something in a language
that I don’t understand, take the sword, and come out after me or something.” So, I left
the MSA, but I went back later, but, you know, that kind of conditioning is very strong on
the people who don’t know any Muslims personally. I am now this guy that people look
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at and go “there is gonna be trouble here” or something but the funny thing is that brother
is one of the nicest brothers I have ever met in my life.
Mark’s narration shows that frequent media consumption influences people’s perceptions of
others and the ways they behave towards them. Mark further believed that anti-Muslim
representations have a negative effect on Muslims’ sense of national identity and belonging.
Mark explained:
When they see over and over again that they are being misrepresented and portrayed in
this way, it makes alot of people say ‘well, I guess I am not even like an American’
basically because you don’t feel like it because of these images and the messages being
broadcast. So, it just makes people more skeptical than anything else; whose really
running this country - whose really running this governement. It is obviously not
something for the people representing them because, you know, alot of the normal people
you just talk to them and, you know, they are not bad they have been lied to so much.
Alot of them are actully not believeing the lies any more. So, I think it makes people
question the idea that this is really some kind of a democracy or something like that.
Mark was certain that negative representations make Muslim Americans question their national
identity and citizenship rights. Although Mark was sure that some non-Muslim Americans take
the government’s statements on face value, he speculated that negative images about Muslims
make critical thinkers doubt whether the United States is a democracy and whether the
government is transparent in terms of who runs it and their agenda.
Mark narrated that during high school, a few weeks after 9/11, he remembered being in a
study hall when the teacher gave the students a random survey to fill out. One of the questions
asked: “if you could be any celebrity for a day who would you be?” Mark felt the urge to
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respond humorously and, without thinking it through, he wrote:
Osama Bin Laden! Only as a joke because I had seen the way they were showing his
image, you know, on the TV over and over and over again, you know, I thought they are
treating this guy like he is a Hollywood star or something like this, you know. Or some
NBA basketball player. They are trying to make him like the next Michael Jordon or
something. So, I put that as a joke, maybe it was a bad joke or maybe I shouldn’t have
said it, you know. But either way, my teacher took that to the principal, and I was called
to the principal’s office, and he told me that I should be kicked out of the school, but he
said he would let me stay on the condition that, you know, I call my mother in front of
him and tell her what I did and apologize and these type of things. So, basically you
couldn’t really say what you want any more; that was the environment that was taking
place at the school.
Even though Mark was joking about wanting to become Osama bin Laden, the teachers and
administration’s response to his joke made him reassess socio-cultural, educational and political
context of the United States and the school in post 9/11. The way Mark interpreted the teacher
and principal’s response was that they had created an undemocratic environment at the school in
which students were not allowed to state their opinions or talk freely. Mark also explained that
after 9/11, people at the school started adopting an “Us vs. Them” mentality:
Because this was a Christian school, but it became even more like, you know, “we are on
the side of God and these people (the Muslims) they worship the devil,” you know, or
something like this. We had a weekly chapel service and at the end of the service, one of
the students he went up there and he said, “I want to make an announcement” so he was
such a good Christian and all these things. So, he said, ‘I want everybody who is on the
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side of God who is a Christian, so if you are not a Christian, you are obviously not on the
side of God’. He said, ‘I want everyone who is on the side of god who is a good Christian
to come up here and show that you are a good Christian’. Just like sheep, people started
going up one by one, you know. Some people didn’t want to go, but then I could tell they
saw other people going and so they are like ‘oh, wow, I’d better go or else I will be like
some kind of outcast or something’. Almost everybody went up except maybe me and
four other people that I knew. And they were all like staring at us like ‘what is wrong
with you guys? How dare you not be on the side of God?’ or something like this, you
know so these kinds of things.
Mark’s narrative shows that the Islamophobic stereotypes in the media influenced the dynamics
at schools. At his Christian school, teachers and students started marking differences between
Christians and Muslims: Christians were supposedly on the side of God and his worshipers while
Muslims worshiped the devil. Additionally, this incident revealed the lack of trust among
students that they had to prove to eachother their faith to assume group membership. Mark
explained that even though he did not notice any Muslim students at the school, “there was a
strong anti-Muslim sentiment and that it was kind of like people were adopting this we have to
go fight against these people who are Muslims and, you know, they don’t believe in God or
anything like this.” The anti-Muslim sentiment at the school supported the justification of going
to war against Muslims because they were supposedly people who worshiped the devil.
Mark described his post 9/11 educational experiences at the university as a “mixed bag”.
Being a new convert to Islam, Mark wanted to learn more about the religion, so he declared a
Religious Studies major at the university and enrolled in a class about Islam. He was shocked
when the professor presented distorted information about Islam saying things like “Sunni Islam
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is the same belief as what Al Qaeda believes.” When Mark questioned her, she said that he
shouldn’t be asking those questions in class otherwise she would kick him out of class. He felt
strange and went to the head of the Religious Studies department to complain about what had
happened. The chair of the department told him that if the teacher was lying about Islam and
making things up that is his own fault. He could not believe that this was actually happening.
Another teacher in the same department also said false information about Islam and slandered
Prophet Mohammed (pbuh). “The teacher was saying like that Prophet Mohamed (peace be upon
him) had stolen a wife of his adopted son,” Mark said. Another teacher presented several books
about Islam, but they covered all kind of strange and false things like “an uncle raping his
daughter or his niece. Another teacher said that sayings hadeeths from the prophet Mohamed are
all fabricated and are all lies. Her evidence was some German scholars said that they are not
true.” Another teacher taught courses on Islam in Spain from a biased perspective based on lies.
Mark was disturbed that every class he enrolled in presented biases, distortions, and lies about
Islam and Muslims. Feeling frustrated with this issue, he discussed the matter with another
Muslim student:
I had talked to one brother about this and he said “consider who is funding the
University; perhaps the World Bank.” Whether it is true or not alahuaalla (God knows).
He is like “if it is people who are not exactly interested in people learning about the true
Islam, then they are going to present it in a certain way,” you know. And I think there is
some truth to that because from what I have seen, very systematic distortion and it is not
just like one class it is different classes.
Mark saw the distortions about Islam and Muslims at the university classes as very systematic:
It is kind of like what you see on Fox News basically but in a classroom setting. So, you
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are thinking that the whole system is working together to present Islam this way. I mean I
don’t think you get really education at the University, I think you get indoctrination to a
certain way of life, which is a secular way of life, and so anything that challenges that
must necessarily be presented in a negative way.
Mark felt sad that the teachers at the university presented the same negative and false ideology
about Islam and Muslims that circulates in the media. He suspected that the entire system in the
United States works together to indoctrinate students with false ideology about Islam and
Muslims to maintain the American way of life. Since presenting the true Islam might challenge
the American way of life, the system attacks it and presents it in negative ways. Mark did not
care about his grades as much as he cared about the indoctrination of his peers with such false
ideas. He said:
The main thing that was bothering me was that I noticed that the non-Muslims in the
classroom, you know, maybe they had an open mind, open heart before they went in the
classroom and actually wanted to learn something about Islam before they went to the
classroom. Then, I saw they were being pretty much like by the end of the class like they
were having their false stereotypes and prejudices re-inforced by the class, which was
more of a bigger concern for me at that time.
These experiences motivated Mark to further educate himself about Islam and challenge the
teachers’ pedagogy and the system through writing articles explaining Islam and posting them on
the university’s journal. These experiences also influenced Mark’s religiousity and made him
visually display his Muslim identity and challenge the educational system. He confronted the
professors many times and they either threatened to kick him out of class or rolled their eyes at
him.
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Mark advised Muslim students who were facing discrimination and difficulty to:
Just to remember Allah swt and remember that everyone will be tried and tested, and if
you can go back and understand the history of the people who came before us and go
through what they went through, I think you can get a better appreciation for being
steadfast in the face of difficulty, understanding that after all hardsip there comes ease. So
just be patient, be firm, and stand up for yourself, but always remember you got to rely on
Allah swt and look for the guide from Prophet sws (peace be upon him) and the sahabah
(companions) and the generations which followed after that.
Mark summarized his advice in staying steadfast to the religion, being patient with
difficulty, and relying on Allah and things will get better.
Mark’s identity and belonging.
Mark converted to Islam on September 2008. He narrated his reasons for converting:
When I was in high school, I met a teacher who recommended I read a book The
Autobiography of Malcolm X Al Haj Malik al Shabaz. And I had read that book in high
school, and I even went ahead and bought a copy of the translation of the meaning of the
Quran but, you know, I got distracted with life like hanging out with friends and doing all
the typical stuff all Americans do in this society when there are so much entertainment
and distractions and these types of things. So, for the next few years, I just lived this kind
of life and then eventually I got to the point when I was kind of questioning: what was the
purpose of my existence and these types of things. So, I had remembered the book I have
read about Malcolm X and what he said about Islam I thought fascinating. Especially his
description of his hajj when he went to Mekka because he describes the racism in the
United states and how he experienced it growing up here, and I went to predominantly
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white school, and I experienced the kind of same treatment, so I found his words to be
very powerful and interesting. And so later, after I had read his book, I actually went to
this library at the university and checked out a translation of the Quran and the biography
of Prophet Mohammed salaallah alikee wa saalam (peace be upon him), and after I read
those, you know, I was convinced.
Mark explained that his experiences with racism growing up in a White Christian school and
reading Malcolm X’s experience with racism that he found similar to his own experiences
convinced him to convert from Christianity to Islam. Mark became fascinated with Islam after
reading Malcolm X’s hajj experience in Mekka and that Islam equates all humans,. In particular,
Mark found that Islam has answers to critical questions like the purpose of existence that had
occupied his thoughts during high school. Mark explained that part of his fascination surfaced
when he found out that the information told to the students about Islam at the Christian school
were all false:
I am very surprised actually, because I went to a private very religious school, and the
only things they ever told us about Islam was that Muslims worship the devil, and that
Mohamed was the anti-Christ. So, I was very surprised, for example, to learn that
Muslims believed in Jesus peace be upon him and Moses alyhee al salam. These are all
very interesting things and it made a lot more sense than, you know, that whole idea
about trinity and those things, which nobody could ever explain to you growing up as a
kid going to church, you know. So, that is why I accepted Islam alhamdullah. The
purpose of existence it said in the Quran that Allah sobhanahu wa taala only created the
man and jinn to worship him. And, you know, for someone coming from a Christian
background, that is very strange concept at first to grasp because we consider religion, I
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go to church on Sunday, the people are playing the music, everybody is jumping up and
down and clapping, and you are done until the next Sunday. So, you are thinking, that's
the purpose of my existence. To go to a mosque once a week and, you know, I thought
maybe they'd have music inside the mosque or something, I didn’t know but it is very
comprehensive, you know, Islam is a complete way of life and covers everything, you
know, it even covers how to use the toilet, for example, so that was very surprising for
me; I haven’t conceived a religion in that way.
Mark believed that Islam made sense to him when he found out about how Jesus alyhee al salam
is respected in the religion and that Islam is a comprehensive way of life. The intellect and
practice of Islam made sense to Mark and resonated in his expectations of a religion.
Mark identified himself as a Muslim American or:
as a Muslim who happens to be an American, you know, this is the whole idea of the
Ummah - I know the prophet sallallah alyhee wa salam had said that if the ummah is like
one body, so if one part has pain, the whole body feels it. I mean, yeah, I am an American
citizen, and I live here, I was born here, but at the same time, I am not going to be quiet if
I see Muslim having their lives and property and honor violated say in Cashmier or in
Iraq or any other place.
Mark believed that he is part of the larger Muslim ummah (community of believers) that goes
beyond nation states and borders. He felt attached to this ummah and would defend any of its
members from lies or violated property or honor. Mark became appreciative that he studied
about Islam before meeting any Muslims because that helped him understand Islam completely
without having preconceptions. He explained:
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I mean I didn’t have “oh these are my Muslim friend, so this is my opinion of Muslims” my idea of it was based on what I had come across in the Quran and the life of prophet
Mohamed (pbuh) and the sahabah (companions of the Prophet). So, there is a difference.
Unfortunately, nowadays a lot of Muslims have adopted things like nationalism and
racism that had nothing to do with Islam - love of material things - things which have
nothing to do with Islam. So, I mean, I have met some good, I have met some bad. My
only hope is that the brothers and sisters will wake up and realize, you know, that we are
not supposed to be following ideas and ways of living that are not necessarily from the
Quran and the Sunnah. For example, people asking for dawree (money given to family of
bride for the purpose of marrying their daughter) for their daughter which is way beyond
the means of the brother. And they know that this is beyond his means, but they are
thinking of it like a good American capital, like this is going to be a nice investment - this
kind of stuff. And, you know, that is completely contrary to what the prophet Mohamed
(pbuh) taught him and the sahabah. They would ask, if someone was - what that brother
had and wouldnt go beyond that or make it difficult. They made actually the halal
(allowed) easier than the haram (the forbidden), and now it has become the reverse.
Mark encountered many Muslims who do not follow the teachings of Islam. For example, when
one of his Muslim friends wanted to marry a woman, her parents asked for a big amount of
money to allow him to marry her, which is contradictory to the teachings of Islam. Mark argued
that because today’s families are asking for a bigger dawree, like a materialistic investment or
financial capital, they make marriage difficult and harder to achieve while making unlawful
companionship between men and women easier. In that case, they are working against the
teachings of Islam.
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Another difficulty Mark has experienced dealing with Muslims is racism:
There have been some incidents that, you know, people saying things that are quite racist.
I remember one brother he was calling my friend a “dirty Mexican.” And, you know,
these things are nothing to do with Islam, and of course nobody is perfect, but it is just
kind of strange that these things are existing among the ummah (community of believers)
because they have no place in Islam. I think people are placing their culture before the
religion, and that is kind of a mistake because if we just all follow our culture, everyone
has a different culture its not something that is going to hold us together you know.
Among the major issues Mark encountered while interacting with Muslims were issues of racism
and labeling people based on their ethnicity which repulsed Mark. Mark stated that being part of
the Muslim ummah requires that people put their religion ahead of their culture. He observed
throughout his interaction with the Muslim community of New Mexico that people place their
culture over Islam, which he assumed as a factor that would disunite Muslims since they all
come from different nations and have different cultures. For example he observed that:
People only group with eachother, like you will see this section of the masjid is where all
the Arab brothers hang out, or this section is where all African brothers hang out, or that
is where the Indopakistanis hang out and just kind of like keeping to themselves pretty
much not trying to reach out to other people kind of thing. That is one example, a big
thing about nationalism. People are very proud sometimes, you see my country is better
than your country - it is very silly because, you know, I dont know that is not something
that Islam necessarily teaches. You should be my brother regardless of whether or not he
is from the same country that I am.
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Mark found dealing with Muslim community as a struggle especially as a new convert who felt
unsupported by his Christian family:
My family wasn’t really receptive to the idea, but, you know, that is a test from Allah
(swt) because He says in the Quran that no soul carries more than it can bear. So, you
know, there has been people in my family who had a problem that I had accepted Islam
and starting changing my way of life and these types of things - former friends and
associates as well. But I would never describe it as being a problem because there is way
more benefit that outweighs everything or any problem. For example, me and my
brothers we used to drink alcohol a lot, and I stopped doing that, and they are like “wait,
you are not doing that,” and I was like “no, I am not doing that,” and they would be like
“oh, yea, okay, you are not drinking alcohol maybe smoking? – no, oh, you are not
smoking any more? Oh, you are not listening to music anymore, what?” People are very
confused; they are not understanding I guess at first, and they would say something like
“you can’t have a girl friend? what is this?” you know. So, it is very strange cause once I
stopped doing that, a lot of people whom I thought all these years were my friends they
took off completely because I wasn’t doing what they were doing any more. So, yeah, I
mean, apart from my family, I don’t really keep in touch with any of the people from
before and even with my family, mostly I keep in contact with my mother because, you
know, the rest of my family are into the drinking, the smoking, and girlfriends and all
these kind of things. And I know that we are affected by the company we keep, so I won’t
cut them off completely, but, you know I am not going to sit there and try to give them a
derse (lesson) about Islam when they are drinking and smoking.
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Mark used Islam’s transformative pedagogy to change his life; he stopped drinking alcohol,
dating women, smoking or listening to music and instead prayed regularly to strengthen his
relationship with Allah. Although this transformation marked him as different from his Mexican
family and the American society, it empowered him and gave him a meaningful purpose to his
life.
Mark’s biggest challenge was his frustration when explaining Islam to non-Muslims and
they were either persistent on their ideas or they did not understand what he said.
His prayers and his Muslim friends support Mark during hard times:
Alhadullah, I had transportation so Allah has made it easy for me to go to the masjid on a
regular basis to make salah (prayer) and that is the number one thing of course, you
know, because it keeps my connection with Allah swt and makes everything else easier. I
was actually very fortunate after I said my shahadah (testimony of faith), I met two
brothers, and they are mashaallah very good brothers, and they pretty much took me
under their wing and like helped me out and showed me the prayer and how to pray. We
would hang out together, go play soccer some time, and they pretty much showed me the
way a Muslim is supposed to conduct themselves. Unfortunately, there is not enough
brothers like those two brothers but the salah and just finding some very good company
to keep to replace the bad company which that previous we had.
Themes.
There are several factors that shape Mark’s experience and identity. Among the factors,
racial discrimination, particularly during high school in a predominantly White Christian school.
Another factor was his conversion from Christianity to Islam after 9/11 and the events that
followed such conversion at home, the university, and the mosque.
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From Mark’s interview it is evident that his school and university experiences after 9/11
have shaped his identity and belonging. Mark insisted that anti-Muslim sentiments infiltrated the
educational system when students were asked to fight in the War on Terrorism or show their
support for the troops otherwise they were considered to be sympathizing with the enemy. There
was a false idea at school that Muslims worshiped the devil. At the university, all the classes
Mark attended presented false and distorted information about Islam and Muslims. Mark
believed that such distortions are similar to the media’s negative representations and ideas. He
felt that the entire system in the United States works to indoctrinate students with a false
ideology about Islam and Muslims to maintain the American way of life. These experiences
influenced Mark’s religiousity, inspiring him to visually display his Muslim identity and
challenge the educational system. As a Muslim convert, Mark went through an identity
transformation and changed his way of life completely even though that meant going against his
family members. Mark stated he is a Muslim who happened to be an American. He did not like
the separation caused by nationalism and believed all Muslims should be united as one ummah.
About Heidi.
Heidi is a 21 year old, second generation Muslim American female. Heidi does not wear
the hijab on a regular basis; however, she was wearing a jilbab and a hijab when we met because
it was right after Friday ceremony. Heidi is from a mixed ethnicity family; her mother is
Lebanese and her father is Turkish. Both her parents are Sunni Muslims and educated. Heidi is in
her third year of college. Although her father has an engineering degree, he works as a salesman
and her mother quit her job in a translation office after 9/11.
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Heidi’s social, cultural and educational experiences after 9/11.
Heidi described her memories of 9/11:
So, I woke up and got ready to go to school and expected it to be like any other day to go
to school, and then I went to my first class and everybody is talking like they are in
frenzy, and I don’t know what's going on, and they turned on the TV in the classroom,
and they turned on the news, and we saw what was going on. Apparently the US was
under attack; there was a terrorist attack; the twin towers went down, and the whole time
we were watching, I was in shock because I didn’t know what was happening and going
on and why it was happening. And they were saying like some terrorist extremist groups
doing all this work and they are Muslims and it’s their fault...and the whole time I was
scared because I knew that something bad is going to happen to all the Muslims here.
And when they were saying that, everyone in the classroom, like all the kids in the
classroom turned around and started starring at me…. this is the only thing that day that I
remember…. everything else didn’t seem that important that day.
Heidi expressed a sense of fear while watching 9/11 on the news in her middle school classroom,
especially as the students turned around and starred at her when they found out that the
perpetrators were Muslims. They looked at her as if she was somehow responsible for the
attacks.
Heidi stated that her teacher “was pretty good about it since he used to be in the military.
He was telling them this is not my fault or anybody else's fault. This is some other group that
took things in their own hands and they were being vigilantes. It wasn’t really something that
you should take lightly or blame someone else for it.” The teacher’s goal was to educate the
students about the community and what was happening in the world. Although Heidi’s teacher
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was supportive of her and explained to the students that the attacks were not Heidi’s fault, this
experience worried Heidi so much that nothing else seemed to matter that day or after.
All of Heidi’s teachers understood what was going on and were very nice to her as they
tried to help her out through hard times. Heidi stated that:
The teachers were well educated: they understand Islam, they understand the problem,
they know the discrimination that goes around, and they tried actually to help the students
to become more educated. They tried to get them to be more open about their feelings
and opinions about Islam and talking to them about it and try to show them the better way
of seeing things. For example, if someone says “yeah, I think all Muslims worship the
wrong God,” and the teacher correct them and translate that the word God is Allah in
Islam, so they worship one God; it is not like they worship some kind of evil deity that
does not exist.
Heidi explained that her US and world history teacher tried to present US history and other
cultures from different points of view:
My teacher was a good teacher. She tried to make us educated and more aware of the
world. She put us in little groups to debate each other a lot of times. The students, they
would bring up all prejudices about Muslims, and we would discuss these things, and she
would help alleviate that by showing us evidence that that's not what is currently
happening and that it is not true, and the students actually became more educated and
they changed their opinions, which is a good thing! I guess they needed that opportunity
but some people didn’t have it.
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Heidi’s teachers were well educated and non-biased; they supported Heidi and tried to educate
the students on facts rather than reinforce the negative mainstream perceptions of Muslims.
Heidi’s narration shows the important role that teachers play in alleviating misconceptions about
Islam and Muslims and educating the students about democratic values and tolerance.
Heidi explained that the September 11 terrorist attacks hugely impacted her life. Before
9/11, her peers were “just normal, like everybody was fine. We didn’t have any problems,
everybody was friends. We would talk a lot and play with each other, do homework with each
other, go to class normal.” After 9/11, however, Heidi said “I wasn’t really happy with what was
going on because I knew that everything was gonna change.” Heidi refered to how her life
changed at school and socially after the attacks of 9/11. Even though Heidi’s U.S. and world
history teacher tried to educate the students about Muslims and to alleviate misconceptions about
Islam and Muslims, Heidi noticed that her previous friends turned away from her. People
stopped talking to her and she lost many friends because of 9/11. Heidi was very disappointed
about how her peers behaved with her after 9/11. They picked on her and verbally harassed her
saying, “you guys are terrorists. You have a bomb; you know how to make a bomb.” She would
reply, “sure, why not. You want a bomb, I will give you one right now, then you can explode.”
Confronting the students at her school was very difficult for Heidi. She described her peers as
follows:
They were getting their information from the media mainly. They would read the
newspaper on occasions like all teachers. They knew what was going on, and they were
very nice to me, and they tried to help me out through this time, too. It was mostly the
students that were really bad about it because all the kids out that I interacted with like
not to be rude or mean or anything else about that. They were from a low socio-economic
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background so they didn’t know much about access to good knowledge or real truth,
anything that you can get information from that could help you make a good informed
decision. And like as much as the teachers tried, that school is just not a good place for
students to go. All students who went there, a lot of them dropped out of school, and they
didn’t continue education or they had something else happen to them. So, considering all
the other things that was going around for them like just would make sense with the way
they behaved towards me and other Muslims and the way they thought about us.
Failing to examine her own biases, Heidi attributed her peers’ negative behavior towards her and
other Muslim students to their lower economic and social status. She also saw a relationship
between the students’ social background, their dropping out of school, and lack of critical media
education. Heidi tried to educate her peers and explain to them, “I am not a terrorist and that the
majority of Muslims are not terrorists,” but she got frustrated when students wouldn’t listen and
preferred information from the media or their parents. Heidi complained many times about her
peers and the teachers would listen:
When I complained, like a lot of students would stop bothering me, so some students
would go to detention, and they would pretend to stop and return to bother me sometime
about it later. For those other students, I would get in alot of fights with them. Like be
either verbal, and I would fist fight with them too: girls and boys. The boys would be
more verbal, the girls would get into fist fight with me.
Heidi’s severe experience was nothing compared to her Muslim friend who wore the hijab. The
social consequences of 9/11 had a huge impact on Heidi and other Muslim students in the school,
particularly girls wearing the hijab. They lived with fear, stress, and a sense of helplessness
about how to alleviate misconceptions about Muslims that caused their peers and some teachers
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to discriminate against them and verbally harass them.
Additionally, watching the news made Heidi feel a heavy heart. She described her
feelings saying: “every time I am watching, my heart would sink - like this is over for us. We are
going to be discriminated against. People are going to fight us all the time. We are going to have
a lot less opportunities. Like everything is not going to be the same.” Heidi felt worried about
the consequences that the negative media representations of Muslims after 9/11 has on the lives
of Muslim Americans. She suspected the media encourages the American people to discriminate
against Muslims and fight them in their careers and lives.
Heidi thought the problem with the media that it is not straightforward:
The media did not really convey a clear message so that was a big problem. Because
when they said, “oh, they were Muslim extremist group,” they left that kind of vague, and
they let the people make their own assumptions. So, when people make their own
assumptions, they are gonna think that everybody else is in this so it is going to be
everybody else's fault. So, this wasn’t just in New Mexico, it was people all over the US
who were being attacked and who were being discriminated. But once the media left it to
that, it’s just really vague, people just jump to the conclusion that we are all doing
something wrong here, that we are all backwards, that we are all sinners, or we are going
to destroy everyone. They just left it kind of hinted. So, the way that the people behave
after they watch the news or read the newspaper, any source of information or media they
would get that negatively towards us.
Heidi explained that the media purposely kept the messages regarding the perpetrators of the
attacks vague and unclear in order for people watching to assume that all Muslims were evil,
terrorists, backwards, and responsible for 9/11. Heidi argued that this resulted in negative
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perceptions of and discrimination against Muslims throughout the United Sates. Heidi believed
that the media encourages ignorance about Islam, which led her peers to react to her negatively
and verbally abuse her.
Heidi doesn’t wear the hijab “because this is a symbol like purity, and I wanna be a better
person before I put this on to be a good example to everyone else so that I don’t give the wrong
message to the people.” Instead, Heidi wore the hijab only to the Friday ceremony at the
mosque. When she wore the hijab on campus, she noticed that people’s attitudes were different
towards her than when she was not wearing it, “people just stare at you!” she said. One of her
white American non-Muslim friends wanted to try out the experience of what it’s like for women
who wear the hijab in America after 9/11. So Heidi gave her an Islamic dress and hijab. Heidi
described, “She saw a different reaction towards her, too. Like people were staring at her, they
tried to walk the other way when she was walking, too. So, I am like now you know how it is
like to be a Muslim at this time. She was surprised by that reaction because she thought that
people will be a little more open minded and liberal.” Heidi’s friend’s experience indicates the
strength of Islamophobia that exists in the society and results in racism and discrimination
against Muslims.
Heidi believed that in 2011, after a decade has passed since 9/11, some things have
improved:
It depends on how you are looking at it because there are some slight differences, but
other things are the same. Like right now, there are people who still fear Muslims, and
when they talk about them, they would say some negative things like “they are
backwards, their countries should be taken over, oh these stupid Muslims, why they
attack us? We should attack them back. They should know how to fear America.” On the
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other hand, there are more people who are educated - its balancing things out a little bit.
A few of my friends that I went to high school with did convert to Islam after 9/11. They
were taught to fear Islam pretty much and they hated it at that point, but they got to
understand it and they accepted it. These are some of the differences, but for all it feels
like the same tensions as before, and the media have been portraying Islam as they did
before, but as of lately this month, they seem as trying to portray Muslims as less evil.
It’s on the news at CNN and Aljaeerah, they are trying to cooperate with Muslims of
America to cooperate with the government to catch home grown terrorists. So, now you
think we are not as bad as we used to be, so why should we help you now when you have
treated us like this? There is a sense that we are not being as cooperative as we should be
apparently.
Heidi supposed that even though there are some people still thinking negatively about Muslims,
there are others who are educated and treat Muslims fairly thus creating a sense of balance. She
also observed that the media has stopped attacking Muslims because government officials need
Muslim Americans’ cooperation to stop home grown terrorism. Heidi believed the media is
controlled by the government and that the government is opportunist; “when they needed
Muslim Americans’ help, they stopped stereotyping and attacking them” she said.
Heidi also considered New Mexico different than other states in terms of how Muslims
are treated:
Because many people here don’t know much about Muslims, and there were not as many
Muslims at the time when 9/11 happened, so the community was pretty small. The people
here are a little friendlier as compared to other states. So, if you go to New York, the
people will be angry and in big cities, they will retaliate a little more but for New Mexico
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it is not as bad as other places. You feel the tension here too but wouldn’t be as bad as,
let’s say, Chicago.
Heidi explained that after 9/11, she went to an Islamic camp in Colorado to learn more
about Islam and become a better Muslim. The camp was a small town and next door to a
Catholic church. Some Christians came to Heidi’s camp and told them “you are Muslims that is
cool! We are Christian Catholics next door. If you guys want anything, let us know.” Heidi
described that in smaller towns, people are friendlier to Muslims than in big cities, they yell at
them saying, “oh you are Muslims, you should get out of here, you shouldn’t be here.”
Heidi saw much change at the mosque after 9/11:
Before 9/11 we didn’t need the police to overcome these threats or escort us around, now
people keep painting on the mosque, they keep throwing rocks at the windows. Like
before that, there was nothing there, like nothing happened. So, right now a lot of
Muslims are in fear. They live in fear, they go to school and works and scared half the
time, like I need to keep my eyes open just in case something happens.
Heidi explained that 9/11 caused fear among the Muslim community. When they go to the
mosque to attend the Friday ceremony and for other occasions like Eid, the police have to protect
the area from hate crimes against Muslims. Heidi believed that Muslims do not feel safe anymore
that they have to be cautious and expect harm either at school, at work, at the mosque or
anywhere they go.
Heidi thought that Islamophobia exists and is supported by the American society:
Being a Muslim is not a problem, it’s just the lack of education and awareness in this
community and around the US that is the problem. The culture is a problem because
people follow what is new, what's popular, and get the new magazine like, “this is so
nice, I like this boy, I like this dress” and so on, and then this becomes the trend and the
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culture. It is fixated like that and they care more about that then the people in the
community and how things that go around in the community can affect them and
everyone else around them that they don’t care about. So, you don’t find being a Muslim
problematic. Being a Muslim is not the problem, it never was the problem, and it should
not be a problem either. People's behavior: they care more about stupid little things, and
they try to gossip all the time about other people, and it is just worthless. You don’t want
to think clearly, you have an entire future that you can make ahead of you, and you care
more about these little things - that just drives me crazy. People think we are backwards
because we don’t have the culture that they have. It’s like not everybody is gonna wear a
bikini, not everybody is gonna wear this skimpy dress, we have morals, we have values,
and we have consequences that we deal with. It is not the same that you think, it’s not the
way you live, you just do whatever you want, anything, to hell with the consequences.
It’s like we care more about other people. We know we try to keep distance between right
and wrong, we try to do more right than wrong. Other people are like, “oh, I just want
this new phone I just want to get it, I think I will steal one.” I know a lot of people who
do that. They don’t wanna live a good life like building the community, having a good
future, being treated well human to human, not looking at other human like garbage,
thinking you are better than them, and I see that all the time, which just drives me crazy.
Heidi assured me that being a Muslim is not problematic; the problem is how Muslims are
perceived due to ignorance about Islam and Muslims and lack of care and support in the
American community. “Some people just focus on worthless items and neglect having a positive
role in the community or developing a better community”, which Heidi saw as problematic in
American society. She also criticized many Americans who believe Muslims are backwards
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because they do not follow the same way of life as Americans. Similarly, Heidi criticized
Americans’ culture for believing that freedom is following one’s desires, whether acquiring
materialistic items like a cell phone or wearing a skinny dress for fashion, regardless of the
consequences. She thought that focusing on oneself and following ones’ desires is immoral.
Instead, she trusted that moral values involved caring about other individuals and their needs.
Heidi dealt with discrimination by directly confronting people’s attitudes, presenting
facts, and directing them to other resources. Heidi advised other Muslims:
To keep holding on, things will have to look up eventually and we can’t keep our heads
buried in the sand trying to hide, we have to fight for ourselves because no one ever will.
I know a lot of people are scared now a lot of the time, too, but we can’t just keep living
in fear, or you can fight for your rights. I think it is better if you fight for your rights, for
your future, and your community, and the people around you than just keep hiding. Speak
out, help people become more aware, talk about it, and if they are misinterpreting
something, interrupt and say, “I am a Muslim and this is completely incorrect. This is
how we view this and this is what we teach.” It happened a lot of times; there was more
of it when I was in high school so they were asking about “why do Muslims go turn
around the kabaa and worship a rock,” and I was like, “Muslims don’t worship the kabaa
and they don’t worship a rock either. I don’t know where you got that information from,
but we worship God and God alone. I am sorry about who told you that, but it is
incorrect.” So, I gave them a Quran translated version, and I referred them to other
Muslims around the University to answer their questions.
Heidi called upon other Muslims not to fear being a Muslim and raise their heads up and fight for
their rights. She also asked Muslims to take a proactive role in the community to educate
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themselves about Islam and then educate non-Muslims and correct misconceptions. “Speaking
the truth about Islam and Muslims and helping people become aware about the discrimination,
fear, and daily challenges that Muslims encounter will alleviate misconceptions and help the
society become more tolerant and a more Muslim-friendly place” Heidi said.
Heidi’s identity and belonging.
Heidi identified herself as Muslim American:
When it comes to the way we behave, I guess, and the way we treat our own families,
cause when I look around and I see alot of people who just like dump their families
around like they don’t care, “oh, I hate my mom and I hate my dad,” and they talk so
much trash about them I am like ok. Instead of just talking trash about your family, why
don’t you try to alleviate the problem? Because like in Islam, it’s like you need to be one
family, one God, it’s like a unit. If you have problems with each other, try to work it out,
don’t talk trash about each other, like I will run away from home or things like that. Try
to take care of each other and that is required by our religion, which is a good thing.
When I look around in my community and see these things happen, there are so many
mistakes you would have avoided if only you have done this. I am glad I grew up to be a
Muslim.
Heidi’s description of her Muslim identity reflects a deep understanding of the creed of Islam,
which is founded on the idea of unity of The One God and the universe. Heidi also showed
understanding of the Islamic religion’s values that greatly emphasize family ties and one’s
responsibility towards family members such as concealing their mistakes and helping them
alleviate problems. Heidi is a practicing Muslim who has devout love for Islam. On the other
hand, Heidi described her American culture reflected in many practices:
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There are bits and pieces of the American culture that I took and made my own, and there
are others that I completely rejected. So like, just being more open with your feelings,
with your friends, go out to various places, and we start talking about little problems in
our lives, just complain a lot. In other cultures, you don’t do that as much and you try to
be more thankful. Overall, I consider myself American, I grew up here, this is my country
I am a citizen of this country.
Heidi shared her Muslim American identity with other people like her; however, she thought she
was unique in her perspective on life: “cause everybody tell me various perspective because I
always try to counter argue with those perspectives, and I am like, ‘hey, everything depends’. It
is just not like black and white, there are oceans of grey, so I always argue about the way people
make hypothesis during experiments and how that reflects on us.” Heidi believed that her
uniqueness lied in her ability to debate people’s extremist perspectives. In response, she argued
that there is a balanced middle road between black and white that influence people’s opinions
and lives.
Themes.
Heidi’s educational experiences of discrimination at school after 9/11 as well as her
religious and family values shaped Heidi’s sense of identity. It is evident from Heidi’s interview
that she had experienced dramatic life changes after 9/11 inside and outside the school; at home,
the mosque, in the street, and at the university. Despite Heidi’s teachers efforts to educate other
students about Islam and Muslims, Heidi’s peers consistently harassed her and verbally and
physically abused her and other Muslim students which made Heidi experience fear and concern
of safety at school. Those experiences coupled with her sense of marginalization by the
government and the general American society encouraged Heidi to strengthen her religious
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identity. Growing up in a religious household also helped her religious identity to overshadow
other aspects of her identity and made her critical of the United States culture. Heidi thought she
was a unique person who developed strategies for dealing with discrimination such as
confrontation and education. She advised other Muslim Americans to stand up for their rights
and stay proud of their Muslim identity.
Cross analysis of Muslim American student participants’ interviews.
The four overarching themes that emerged from the collective Muslim American students’
interviews are: Islamophobia and school experience; Islamophobia and outside of school
experience; Islamophobia, identity, citizenship and belonging; and Muslim American student
coping strategies. This section discusses each theme in detail while referring to the student
interviews and drawing from the literature.
Theme 1: Islamophobia and School Experience after 9/11.
This section addresses Muslim American students’ schooling experiences on the day of
9/11 and after. Partipants discussed their teachers and peers reactions to the events of 9/11 and
they shared their feelings during these experiences. Some participants shared stories about school
and university educational experiences that included anti-Islam material and their
teachers/instructors’ approach to teaching about Islam and Muslims.
The media in the classroom during and after 9/11.
Most of the Muslim American student participants were sitting in a classroom when 9/11
happened and all their teachers, no matter what grade level, turned on the TV and watched the
news. One of the participants, Young (a 21 years old 3 rd generation Palestinian American male
student) described what happened that day:
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I remember the day it happened I was in middle school in 6th grade. We spent the whole
day watching the news about what’s happeneing and what people were doing to help and
who was responsible about it and trying to figure this out. Instead of doing school work,
i remember watching TV; watching the news.
Name

Mary

Feelings Shock

Darla

Mark

Heidi

Francis

Young Wayne Henry

Bridget

Horror

Shock

Shock

Fear

Shock

Anger

Fear

Concern

Sadness Sadness

Shock

Shock
Sadness

Table 4.1 Muslim students’ reactions to 9/11
As shown in table (4.1), all participants experienced “fear,” “shock,” “horror,”
“confusion,” “concern,” “sadness,” and “anger.” Heidi was shocked and felt even more scared
as the students turned around and stared at her when they found out that the perpetrators of 9/11
were Muslims. They looked at her as if she was somehow responsible for the attacks. This
experience worried her so much that nothing else seemed to matter that day or after. On the other
hand, Young and Darla felt sad when they found out that Muslims did this for an Islamic cause.
Young said: “it makes me feel sad that there are some Muslims who would do stuff like that
when they know that it is haram (forbidden) that one commits suicide and to hurt others. And it
makes me sad that some people are not following the religion the way it is supposed to be
followed”. Young felt sad because as a Muslim he knows that Islam is a religion founded on
peace and social justice, so it did not make sense to him that some people use Islam to commit
violence. A further example is witnessed in Francis, a 24 years old 2 nd generation Palestinian
American female student, was dominated by shock of what had happened, fear and concern
about her family in New York. She was also worried about what would happen to her, her
family, and other Muslims in the future or even if another 9/11 happened.
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Participants’ reactions to 9/11 show that Muslim American students shared feelings of
sadness and shock like any other United States citizen, even those who were not in the country at
the time. These reactions indicate their love and loyalty to the United States, which defies the
perception of many Americans that Muslim Americans are not patriotic US citizens (See 2010
Time Magazine poll that shows that 26% of Americans believe that Muslims in the United States
are not patriotic Americans).
Some participants felt that the reaction of the government to 9/11 attacks was very quick.
They agreed that even though neither the President nor political leaders had ever shown any
proof for what they were claiming, particularly to justify a war against a nation, they took
advantage of the American people’s grief as justification for going to war. They agreed that the
government used the power of the media to mobilize the people and gain general consensus to
send troops to fight the Muslim Terrorists in Afghanistan and then Iraq.
Although President Bush announced that the War on Terror was not a war against Islam
but against radicalism, all Muslim American student participants felt that the war against
terrorism was in fact a war against Islam. Wayne (an 18 years old 2 nd generation Afghan
American male student) stated that “they were kind of using religion as a fraud like cause they
did kill Muslims there, they killed innocent people. Wasn’t really well thought out, they just
jumped to blame Islam for something to justify their acts.”
According to Apple (2004), while interpreting the events and what had happened,
political pundits used words like: “Muslim Terrorists did it,” “Holy war,” “we are at war,”
“Islam is a violent religion that supports terrorism,” “they hate us for our freedom,” and “we will
track them down in all places at all causes and will find their supporters wherever they may be”
(p.161). In that light, the United States was perceived nationally as oppressed by the Muslim
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terrorist enemies, and the American people had no choice except to believe that war was the only
national decision to respond to terrorism (Apple, 2004). Shortly after September 11, the
American people were willing to sacrifice their civil liberties for national security, believing that
it was national security and not imperial dominance (Maira, 2009).
According to Maira (2009), the general consensus for the United States foreign wars are
strengthened through an enemy scapegoat within and outside of the nation-state borders.
Islamophobia heightened in American media and culture since 9/11. Participants felt that all
media outlets in the form of news, TV series, talk shows, and movies attacked Muslims and their
culture by portraying them negatively as Mary says, “as terrorists, as very dangerous, unthoughtful, uncaring people.” Mary believed that the media selects odd cultural examples to
present as the religion, which confuses the Arab/Muslim culture with the Islamic religion and
presents it as the religion of Islam. Although Mary thought that Islamophobia and stereotypes
about Muslims are Muslims’ own fault because of the negative Arab culture’s reputation, Mark
argued that the attacks against Islam and Muslims is part of a deliberate cohesive and systematic
plan including the media, the government, schools, universities, and even people in the street
attacking Muslims and their religion. Zine (2004b) confirmed Mark’s speculations by stating
that, “Islamophobia is part of a rational system of power and domination that manifests as
individual, ideological, and systemic forms of discrimination and oppression” (p.113). In 2011,
The Center for American Progress investigated the money and people behind the spread of
Islamophobia in the United States. They published a study called “Fear Incorporated” naming
five individuals that represent the nervous system of the Islamophobia network: David
Yerushalmi, Steven Emerson, Daniel Pipes, Frank Gafney, and Robert Spencer. The study also
named seven donors that paid $42 million to buy airtime to support 8 Islamophobia networks and
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allow "TV Hoppers," people who call themselves experts even though they are neither academics
nor knowledgeable about the topics, to deliver anti-Muslim and Islamophobic messages
(americanprogress.org). These Islamophobic messages instilled hatred and fear among nonMuslims and made Muslim American students fearful of the consequences. Darla, for instance,
shared:
I feel that we are so privileged we don’t see people getting arrested every day, or dying
every day, or getting shot, you know. Compared to us, this is something shocking and
huge compared to others who are facing this on a daily bases. Like the West Bank in
Gaza, kids see their parents die and something like this to America is like, “wow! why
us? Oh, no!” It is interesting to see it from the point of view of others.
Indeed, as American citizens, Muslim American students felt sad for the attacks of
September 11, but they also felt that Americans are so privileged not to experience war on the
American soil or see people getting killed every day like in other countries such as Palestine,
Iraq, and Afghanistan. Participants agreed that the media grouped all Muslims together and
ignored their diversity. Heidi stated that the media purposely kept messages regarding the
perpetrators of the attacks vague and unclear in order for viewers to assume that all Muslims
were evil, terrorists, backwards, and responsible for 9/11. Sirin & Fine (2008) confirmed Heidi’s
hypothesis stating that after 9/11, the media ignored the diversity among Muslim American
people and ideologically constructed their identities into one racial and ethnic homogenized
group through a “forced ethnogenesis, or creating one people out of many” (p.59). Bonet (2011)
further stated that the media helped in fusing Arabs, Muslims, and Middle Easterners in one
group and associating them with “the axis of evil that threatened America and all it stands for”
(p.49).
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Islamophobia and school environments.
In the context of 9/11 and the War on Terror, schools regulated Muslim American
students’ citizenship rights and sense of belonging by developing policies that either allowed
democratic inclusion and participation or exclusion and isolation (Abu El-Haj & Bonet, 2011).
All participants felt that Islamophobia had filtered down to the education system. All student
participants agreed that the environment at school changed after 9/11. Mark noticed that after
9/11, “people at the schools started adopting “Us vs. Them” mentality.” He explained that the
overt perception was that Muslim terrorists attacked America and the American troops were
going to war in two Muslim nations, Afghanistan and Iraq, to bring the bad guys to justice and
end world terrorism. Mark said that there was an underlying religious extremism and intolerance
dominating particularly Christian schools that “Christians are on the side of God and will launch
a Crusade against Muslims because they worshiped the devil.” Mark noticed that all students at
the school understood that the War on Terror is a war against all Muslims because they are
perceived as evil and worshippers of the devil.
Second, some participants observed that the environment at schools became
undemocratic; students were not allowed to state their opinions or talk freely. Even students who
spoke out or stated their opinions were silenced. This is exemplified in Mark’s experience during
high school, a few weeks after 9/11, when he was in a study hall and the teacher gave the
students a random survey to fill out. One of the questions asked “if you could be any celebrity
for a day who would you be?” Mark felt the urge to respond in a humorous way. Without
thinking it through he wrote: “Osama Bin Laden! Only as a joke because I had seen the way they
were showing his image, you know, on the TV over and over and over again, you know, I
thought they are treating this guy like he is a Hollywood star or something like this, you know.”
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Instead of exploring what Mark meant when he wrote Osama bin Laden and why he wrote his
name (Abu El-Haj & Bonet, 2011), the school administration required that they meet with his
mother to report the situation. In a similar context, Maira (2009) argued an assumption about
youth is that they follow adult norms rather than having agency and developing independent
thinking about their citizenship and the nation state to which they belong. Along with mentioning
this and other assumptions, Maira (2009) also stated that 9/11 had transformed the United States
free society to one grounded in fear. Besides general propogation of the fear of terrorism, Sirin
& Fine (2008) added that the threat of physical and emotional exclusion has made many people
silent about United States policies or otherwise bare the consequences. Indeed, preventing people
from education and political participation, according to Freire (1970), is an act of violence.
Freire (1970) further said, “Any situation in which some individuals prevent others from
engaging in the process of inquiry is one of violence. The means used are not important; to
alienate human beings from their own decision-making is to change them into objects” (p.85).
Third, no matter what school they attended, all participants felt that they were forced to
show support for the president’s policies and the troops otherwise they would be perceived as
unpatriotic and sympathizing with the terrorists. Darla said that, “we had to show support and
stand with the country otherwise we would be perceived as non-patriotic.” In the context of 9/11
and the War on Terror, dominant discourses have used the media, educational sites, and
educational textbooks to construct the divisive line between a patriot and a terrorist; defending
the nation and protecting national security was associated with patriotism (Lowe, 1994). On the
other hand, individuals who questioned the administration or the policies were frowned upon and
associated with the enemy. Nevertheless, the schools’ form of patriotism is problematic because
it equates loyalty to the nation-state with agreement of government policies and thus substitutes
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“democratic citizenship” with “patriotic citizenship” (Maira, 2009, p.21). In that sense, schools
deprive individuals from actively participating in politics and stating their opinion. Furthermore,
this kind of patriotism sets agreement with the government as the basis for citizenship and
belonging (Abu El-Haj & Bonet, 2011). According to Maira (2009), “schools are important sites
in which young people learn the meanings of national identity, multiculturalism, and neo-liberal
capitalism, in both formal and informal ways, inculcating beliefs, attitudes, and skills considered
vital for national citizenship as well as the neo-liberal economy” (p.146).
Fourth, some participants experienced that military personnel holding administrative
positions at schools started recruiting Muslim American students to serve in the United States
War on Terror. For instance, Wayne was recruited by his advisor in high school to go fight with
the United States in Afghanistan because he could use his personal knowledge of Afghan
Muslim culture and the Persian and Pashto languages to help the troops communicate in both
Afghanistan and Iran. His adviser kept insisting and trying to persuade Wayne’s mother to send
him to war. His adviser told him, “’If you wanna ever go away from home, just let me know, I
will take care of you. So, he was kind of pushy and my mom was like, ‘no, he is not.’” Doyle
(2002) argued that students’ school records and profiles that were once protected by the law
came under scrutiny under with the Patriot Act, which allows the Attorney General to examine
students’ records for terrorism-related issues. The Patriot Act helped school military personnel to
examine the profiles of students and recruit them to serve in the War on Terror.
Finally, all participants felt they were targets of racism, discrimination, harassment, and
violence for being Muslim. They were harassed at school with verbal and physical abuse from
their teachers and peers. For example, Henry (a 2nd generation 20 years old Pakistani American
male student) stated that: “as soon as I got to the 7th grade and there is always someone making
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making stupid jokes about me being a terroist because being a muslim and then it started
happening alot in highschool….There was very few teachers who kind of gave me that look like oh- he is not from here”. All participants did not feel safe at schools after 9/11; they lived in
fear and faced Islamophobia and discrimination on a daily basis from their peers, teachers, and
school administration. Francis stated: “I knew this one girl that was in high school who used to
wear the hijab and she took it off after 9/11 cos she was like scared about it”. Heidi also
described her feelings saying: “What was going on kept us in fear. We feel tension, too; we are
not sure what to do to help alleviate that tension.”
Teachers’ interactions with Muslim American students.
After 9/11, teachers’ interactions with all Muslim American student participants changed.
First, all participants agree that teachers played a role in instilling patriotism among the students.
Mark stated that his teachers were encouraging students to take action by either enlisting in the
military or becoming aggressive in showing their support to the President’s policy and the
troops. Similarly, Darla’s teachers told the students that they had to show support and stand with
the country otherwise they would be perceived as non-patriotic. Darla said, “When we say the
pledge of allegiance, my teacher would make sure that we all stood up and said it. It is like
during that time everyone needs to be proud to be an American.” Hess (2009) argued that the
schools instilled some sort of blind patriotism among the students in which they were not
allowed to think, question, or form an opinion about the authorities’ decisions and policies.
Darla, Francis, Heidi, Henry and Mark explained that a week after the troops went to war, the
schools’ counselors started talking to students about the trauma of the war and passing out little
booklets on how to deal with consequences of war.
Second, participants agreed that Islamophobia became widespread at schools and
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influenced teachers’ pedagogies and interactions with them and other Muslim American
students. Muslim students encountered teachers who were racist towards them and insulted them
and fostered Islamophobic pedagogy in their classroom. For example, Darla narrated that her
teacher said that “all Arabs are terrorists, violent and backwards.” Darla, who has a Palestinian
father, felt insulted by the teacher’s racist comments. Darla started arguing with the teacher that
the United States was in Iraq because of oil, not because of weapons of mass destruction. Darla
angered the teacher by challenging her political views in front of the class. Darla believed that, as
a result, she received a D grade in the class even though she received a B on the final project.
Similarly, Francis narrated that a teacher spoke about 9/11 as the only example of terrorism and
violence: “she would just say basically Muslims are violent and that the Quran teaches Muslims
to be violent since birth.” Francis and her Muslim peers responded angrily that this information
was not true and also felt that the teacher insulted them and their religion and accused them of
terrorism and violence.
There is a misconception in the West that all Muslims are Arabs or Middle Easterners
and that they all have a unified culture (Sirin & Fine, 2008). Naber (2008) also argued that after
9/11 many people of different religions, ethnicities, and languages have been lumped together
under the categorization of Arab/Muslim/Middle Eastern and portrayed as terrorists and evil
people. As a result, some teachers also conflate Arabs/Muslims /Middle Easterners in one
category as terrorist. By doing so, the teachers are unable to distinguish the terrorists who
committed the attacks from their Muslim students causing their students to feel isolated and
unsafe at school (Bonet, 2011). In these two examples, the teachers’ negative attitudes towards
Muslim students confirm Apple’s (2004) and Bourdieu’s (1998) argument that the schools are
agents of social reproduction of dominant culture. In that sense, labeling students as “violent” or
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“terrorists” strategically ensures that minority groups feel socially inferior. Labeling students
helps conceal social stratification and maintain the status quo. Moreover, such labeling works by
using institutionalized and neutral commodity language to underestimate the students’ abilities,
put their spirits down, and, consequently, influence their academic success (Van Driel, 2004).
However, when Muslim students took action against the teacher, the administration was
irresponsive sometimes. For example, Darla complained about her teacher’s racist comments and
ill treatment but the school didn’t take action against the teacher, which is similar to Sirin and
Fine’s (2008) story of an American Muslim girl who complained about her administration’s,
counselors,’ and teachers’ indifference and lack of support for her when she was verbally abused.
Third, six of the participants agreed that teachers’ fixated ideologies and misconceptions
about Islam and Muslims foster Islamophobia and hatred in the classroom and block student
learning. For example, Francis narrated that her social studies teacher was talking about Islam
and asked Muslim students to provide more information about the religion to the students. As
they started saying positive information about Islam, the teacher interrupted them and accused
them of being forced to lie. Francis and her Muslim peers denied that saying: “We said
something positive and something interesting and people actually wanna hear it. The teacher
twits it around and turns it negative.” Even though Muslim students did not find negative
information presented in the textbook, they felt the teacher was racist towards them and their
religion. They also felt that the teacher did not really want their input about Islam; she wanted to
insult them. In that case, the teacher even created an Islamophobic environment in their
classrooms and, instead of taking advantage of such opportunity to teach students tolerance and
the skills of engagement in democratic discussions (Sleeter, 2005), she shunned Muslim
American students and blocked non-Muslim students from learning from their Muslim peers
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(Hess, 2009).
Fourth, Darla, Francis, Heidi, and Mark agreed that teachers’ ignorance about Islam and
Muslims made them reluctant to teach about the topic altogether and indirectly fostered
Islamophobia. Francis narrated that her high school teacher neither said positive nor negative
things about Islam as if her teacher didn’t really know what to say, so she just used the brief
information in the book. Merry (2007) argued that non-Muslim teachers do not have sufficient
knowledge to teach about Islam and Muslims. He adds that being fearful of conservative Muslim
parents’ accusations and other controversies, teachers play it safe and avoid teaching about the
topic altogether. Francis stated:
They mention the mosque, the prayers, and what we have to do, mekka, basic information
that's it. Also she taught us Christianity for like a month straight and Judaism and the
history of those religions, but she only gave us like 3 days to learn about Islam. She
didn’t give us a project on it or a paragraph or an essay, it was just reading. There,
actually if you noticed, there isn’t as much information in the textbook for Islam, there is
not as much textbook wording about Islam as there is for Christianity, Judaism,
Buddhism, and several other religions.
Sleeter (2005) confirmed that little attention is given to the world’s second largest religion,
Islam, in educational standards while “Judeo-Christian stories predominate” (p.58). This issue
relates to the selective tradition, group significance, and power that Apple (2004) argued.
Schools’ curriculum reflects the United States’ socio-political context and dominating
ideologies.
In the new world order, Apple (2004) called for an understanding of the ideology and history
“of neo-liberal and neo-conservative projects and its effects on the discourses and ideologies that
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circulate and become common sense in our society” (p.170). He argued that, in order to fully
analyze the effects of 9/11 on schools, we have to link the local to the global and understand
covert racial dynamics that get played out in power relations. If Muslims are deemed as
terrorists, studying their religion gives them significance and their religion authenticity when
represented as the “insignificant other” (Zine, 2007). Not giving Islam as much attention in the
textbook and pedagogy signals to students the non-importance of studying them (Apple, 2004).
Not studying about Islam and Muslims results in ignorance about 1.5+ billion people worldwide,
their ideologies and cultures (Moore, 2006), makes students ignorant about places where religion
is central in people’s lives, and miseducates students about historical events and conflicts and the
role of religion in them (Moore, 2006). Teachers’ reluctance to teach about 9/11, the War on
Terror, Islam, and Muslims facilitates an Islamophobic classroom culture that scares Muslim
American students. Many of the Muslim student participants showed frustration over teachers
avoiding these topics in the classroom. Francis told me:
The thing that was bothering me in high school is like my teachers wouldn’t talk about it.
The topic that you can’t talk about! Which made it worse because the kids were so
ignorant during that time. I think it would have been better if somebody actually sat them
down and had a discussion with them and, you know, just had some dialogue to
understand what is going on.
Zine (2004) also conducted a study on public schools in Canada and found that the term
Islamophobia was not recognized among teachers and administrations at all and Muslim
students’ concerns were not addressed even among critical pedagogues. Teachers need to
educate themselves about Islam and Muslims and the true historical relationships between Islam
and Western/Christian societies in order to properly educate their students about what is
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happening today to make better decisions in the future (Kincheloe and Steinberg, 2004).
Furthermore, ignorance about Islam and Muslims fosters extremism. Henry stated that “the only
reason extremism is in Islam is because of lack of education.” Henry observed while visiting
Pakistan during one summer that, “there are lots of Muslims in rural areas where there is not
much education, people can’t even read or write, they are farmers. There is a lot of poor people
there that will listen to anyone with a big beard.” Similarly, Henry believes that lack of education
about Islam in the United States fosters extremism and makes people more vulnerable to extreme
ideas about the religion from both sides, Muslims and non-Muslims. Henry defined extremism as
“a way of killing innocent people without any reason and using Islamic knowledge in a wrong
way to portray to use for killing innocent people, which is extremism to me.” He argued that his
definition of extremism is different from the American definition, which is “But as far as
American media anything that is against America is extremism; anyone against America’s
government or policy is an extremist.” Henry stated that America’s foreign policy shows that the
American government and people do not see other people’s lives as sacred, they go to war and
kill innocent people, yet do not count this as extremism or terrorism; instead they apologize and
assume this is a causality of war. Therefore, teaching about Islam and Muslims at schools is
important particularly during this historical context of the War on Terror, when extremism could
emerge and develop from Muslims and non-Muslims.
In her interview and as described earlier in this chapter, Heidi said she had a different
experience with her US and world history teacher since he was previously in the military and
understands that 9/11 was not Heidi’s fault or anybody’s but a group of people who tried to take
things in their own hands. The teacher’s goal was to educate the students about the community
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and what’s happening in the world. After 9/11 happened, her teacher tried to present US history
and other cultures from different points of view rather than one point of view.
Heidi’s well-educated and non-biased teachers supported her and tried to educate the
students on facts rather than reinforce the negative mainstream perceptions of Muslims. Sleeter
(2005) argued that teachers play an important role in alleviating misconceptions about Islam and
Muslims and educating the students about democratic values and tolerance. Students’
educational experiences confirm Sleeter’s (2005) argument that a teacher’s pedagogy could
either alleviate misconceptions and foster democratic values and tolerance or reinforce
Islamophobia and foster intolerance, hatred, and conflict.
Peers Interactions with Muslim American students.
All participants shared similar attitudes about their peers after 9/11, particularly during
high school. They felt that the peers with whom they grew up and played all of a sudden accused
them of being terrorists and blamed them for 9/11 because they were Muslims. For example,
Heidi noticed that her peers who were once her friends turned away from her. People stopped
talking to her and she lost lots of friends because of 9/11. She said that, “they would still
consider us outsiders or foreigners; we had a hand in this. It was our entire fault. Just about
everything that could possibly go wrong, goes wrong and a lot of it did. A lot of people would
start picking on me about it.” Heidi expressed disappointment about how her peers behaved with
her after 9/11. Heidi’s friends reacted that way as a result of the media targeting Islam and
portraying it as an evil religion that supports terrorism and conflating Arabs/Muslims/Middle
Easterners in one category as terrorists as well as the government policies that target home
grown terrorism (Naber, 2008), so the majority of Americans assumed that all Muslims are
responsible for 9/11 and could perform other violent acts in the future.
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All participants have been verbally abused and called “terrorists” or “sand diggers.” For
example, Wayne stated that: “most people knew i was from Afghanistan. and so - one kid was
giving me a hrad time but the kid was smaller than me. so i didnt let it affect me too much. He
would call me kind of like terrorist and stuff like that”. Also, even though Darla’s mother is a
white American, her father is a Palestinian with an Arabic last name, which her peers thought
was funny. They asked where she was from, and she proudly told them that she was Palestinian.
They told her, “Isn’t this where Osama bin Laden is from?” to which she responded, “No, Bin
Laden is from Saudi Arabia.” They said that, “if you are a Muslim and you speak Arabic, you are
a terrorist.” Another student called her “sand nigger” and accused her of blowing up buildings.
Darla started hating school, particularly after her teachers’ non response to her complaining
about her peers’ verbal abuse. She separated herself from her peers and found a way to escape
school; she became a chief editor of her schools’ newspaper, which allowed her to have a free
schedule. She took short classes at school but spent most of her time hanging out with her
Muslim friends in college. Heidi complained many times to her teachers and school
administration about her male peers’ verbal abuse, but the students would continue the abuse
after serving their detention. She even engaged in fistfights with her female peers. The social
consequences of 9/11 had a huge impact on Darla, Heidi, Wayne and other Muslim students at
schools that kept them living in fear, stress, and helplessness about how to alleviate the
misconceptions about Muslims that caused their peers and some teachers to discriminate against
and verbally harass them. Many studies have recorded such peers’ harassment and teachers’ non
response to this verbal abuse (Zine, 2006; Bonet, 2011; Sirin & Fine, 2008; Van Driel, 2004) that
have caused destructive outcomes on the educational ambitions, psychological wellbeing, and
sense of belonging to the Muslim American students (Sirin & Fine, 2008). According to Abu
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Elhaj & Bonet (2011), students who belong to groups alienated in society develop stress because
of discrimination, their minority status, and the process of negotiating their identities within
multiple competing cultures.
Darla, Francis, Heidi, and Bridget noticed that violence and discrimination is heightened
with girls wearing the hijab. For example, Heidi explained that her severe experience is nothing
compared to the experience of her Muslim peer who wears the hijab. Heidi described her
Muslim peer’s experience as “difficult, full of racism and discrimination.” Every time Heidi’s
friend tried to participate in a school program, the school wouldn’t allow her. Heidi said, “she
didn’t get what she wanted and felt discriminated because of the students and some of the
teachers. She always came to me crying about things happening to her.” In that case, Heidi’s
friend experienced discrimination at school since Muslim women wearing the hijab are portrayed
in the media as oppressed, backwards, and uninterested in education, which leads their teachers
and school administrations to have fixated perceptions about them, their capabilities, and
academic capabilities (Zine, 2007).
Bridget, a convert to Islam who chooses to wear the hijab, felt that after 9/11 students
changed their attitudes with her and started starring at her. She felt like “the little ugly duckling
that no one wants to talk to.” As a new Muslim, wearing the hijab was not easy for her or her
family. She began to experience a lot of stereotypes; people showed some fear of her. Bridget
explained:
I think wearing the hijab already singles you out. It makes you a symbol, and it is very
different between men and women, you know, between men, you can’t really tell unless
they tell you that they are Muslims. Or if they have a long beard, but with women, the
way you dress and just wearing the hijab or the veil already singles you out because you
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are a walking symbol of a new religion, something that sometimes people fear.
Bridget experienced Islamophobia since people identified her with images of Muslim women
wearing the hijab portrayed in the media as being daughters of terrorists or supporters of
terrorism (Naber, 2008).
Francis stated that before 9/11 her mother wears the hijab and she noticed that people
would find the hijab interesting, especially when she tells them that she has relatives who live in
bayt Haneena where Jesus (pbuh) was born. Francis noticed that people changed their attitudes
towards them after 9/11 in the way “people looked at us more, gave us dirty faces, stuff like
that.” Francis also noticed that peer interactions are different with girls wearing the hijab. Her
cousin who was wearing the hijab got more harassment than other Muslim girls not wearing it.
Francis explained that the students associated her cousin with terrorists’ images that they saw on
the news media. They didn’t accept her cousin as much as they accepted her even though they
were both Muslims. Francis described:
They thought she was an outcast, she is not like us. She is weird you know. Even though
she is our cousin and we are the same religion you know. I think they accepted me more
because of the fact that I don’t wear it. And they were just like ‘we can kind of connect to
you more than we could connect with her.
In spite of the isolation that her cousin faced for wearing the hijab, Francis never left her cousin
alone. She stayed with her during lunch and they would be partners in all classroom activities.
Later on in the year, students started accepting her cousin and befriending her as if they did not
see the hijab any more. At the beginning of the year, students were associating her cousin’s
image with images of women wearing the hijab perceived to be terrorists in the media;
Islamophobia played a big role in regulating interactions among the students with their Muslim

168

peers (Haddad et al. 2009). However, as time went by and they started to know her cousin better,
the fear of Islam and Muslims started to disappear and they treated their Muslim peer normally
(Haque, 2004).
All the Muslim students in the study perceive the hijab as a form of modesty to obey the
commands of their Lord, liberate them from male dominance and male gaze, empower them, and
send anti-colonial statements against domination of Muslim societies. Haddad et al. (2006)
argued that the American people see the hijab as a symbol of Muslim women’s oppression and
of disobedience to a patriarchal order and threatening Western ideologies that have dominated
women and their bodies. Zine (2006) stated that the discrimination against Muslim women
wearing the hijab is as a result of “gendered Islamophobia,” which she described as “forms of
ethno-religious and racialized discrimination leveled at Muslim women that proceed from
historically textualized negative stereotypes that inform individual and systemic forms of
oppression” (p.240). The intersectionality between sexism, racism, and classism are ideological
and discursive systems of oppression rooted in society since Orientalism and filtered through
Western media, government, policies, and academia (Said, 2002). These ideologies and
discursive representations form racial schemes about Arabs and Muslims casting Muslim women
as oppressed, backwards, and un-interested in education and served historically in the Western
colonization of Muslim societies. However, such representations maintained currency and served
over time as justification for any Western invasion or war on Muslim land (Haddad et al, 2006).
University Experience.
Most participants expressed experience with Islamophobia at the university for multiple
reasons. First, they either revealed they were Muslims or fit the terrorist profile portrayed by the
media through a combination of dress code, skin color, gender, and body features (Naber, 2008).

169

For example, Mark explained that, one day he was walking on campus wearing the thawb (lose
long cloths) and the koofi (hat), and a woman came up to him and said, “we don’t want people
dressing like this around here.” Mark did not respond, but he felt hurt. Also, when Heidi walked
around the university campus wearing the hijab after attending Friday service at the mosque, she
noticed that people were fearful of her and crossed to the other side of the road. Naber (2008)
argued that the intersectionality of particular markers of difference such as race, class, gender,
culture, and religion facilitate construction of cultural racism, which she describes as “the
process of othering that constructs perceived cultural (e.g., Arab), religious (e.g., Muslims), or
civilizational (e.g., Arab and/or Muslim) differences as natural and insurmountable” (p.279). In
Mark’s experience, cultural racism is evident in the woman’s assumption that he is an
Arab/Muslim/Middle Easterner, which is connected to a culture described as being violent,
backwards, and uncivilized. Although Mark is neither an Arab, nor a Middle Easterner, he felt
hurt by the woman’s verbal abuse.
Second, participants who had a transnational connection to a country that was reported by
the media or the government as a state that sponsors terrorism expressed that they faced some
discrimination and racism. For instance, when Mary was signing up for classes at the university,
someone asked her where she was from because she looked a little different. When she said, “I
was born at the states, but I am originally from Iran,” she felt that the person wasn’t comfortable
around her any more. “I never experienced something like that before,” Mary said. Francis, who
has Palestinian heritage, felt frustrated when a classmate deliberately did not want to
acknowledge that Palestine exists. He would tell her “‘oh, you are Arab, you are the Arab in
Israel’ like he doesn’t want to say there is no such thing as Palestine. So, he would keep on doing
that, and at one point I got so annoyed and said ‘no, I am Palestinian, understand that?” In
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Francis’ perspective, being a Palestinian is different than any other Muslim because of the
endless war between Palestine and Israel, and despite the continuous violations of Israel to
Palestinian human rights, Palestinian people are portrayed as terrorists in the United States
media. In the after math of 9/11, the Bush administration constructed another type of racism:
nation-based racism. Naber (2008) referred to nation-based racism in which non-White
individuals are perceived to be foreign, criminal, and immoral in comparison to the American
White culture that is moral, ideal, and civilized. In Mary’s and Francis’ experience, they belong
to countries stated by the government as terrorist, immoral, and suicidal, which makes
Americans fearful of them because they perceive them as terrorists and therefore discriminate
against them.
Third, participants explained that they encountered classes, professors, and curriculum
that fosters Islamophobia and presents false ideology and information about Islam and Muslims.
Mark described that his biggest surprise was in the Religious Studies department at the
university. He was shocked when the professors presented distorted information about Islam.
After confrontation had failed with the teachers, he brought his concern to the head of the
Religious Studies department who did not take action and showed indifference to Mark’s
complaint. After this experience, Mark felt that the entire system in the United States works
together to indoctrinate students with false ideology about Islam and Muslims. Indeed, Maira
(2009) confirmed Mark’s remark and stated that:
In September 2005, the FBI announced the creation of the National Security Higher
Education Advisory Board to foster links between higher education and the FBI’s
interests in intelligence recruitment to shape research agendas in accordance with
national security issues. There has also been a broader, private monitoring of academic
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research and blacklisting of scholars perceived to be “anti-American,” such as by Lynne
Cheney and Senator Joseph Lieberman’s American Council of Trustees and Alumni
(ACTA), which documents “unpatriotic acts” by academics (p.31).
Mark found that the way to combat this ignorance about Islam is through becoming an
editor on the University journal and writing articles explaining Islam. According to Naber
(2008),
In the context of the War on Terror, the interplay between culture based racism and
nation based racism has articulated subjects perceived to be Arab/Middle Eastern/Muslim
not only as a moral, cultural, and civilizational threat to the American nation, but also as
a security threat. The mapping of cultural racism onto nation-based racism has been
critical in generating support for the idea that going to the war over there and enacting
racism and immigrant exclusion over here are essential to the project of protecting
national security. Under the guise of the war on terror, cultural and nation based racism
have operated transnationally to justify U.S. imperialist ambitions and practices as well as
the targeting and profiling of persons perceived to be Arab/Middle Eastern/Muslim in the
diaspora (p.281).
Kaplan (2005) echoed Naber in saying that the United States Empire maintains
dominance overseas by using race, class, and gender hierarchies as well as policies that
maintains dominance over subordinate populations. Therefore, curricula that reflects the cultural
difference between Western morality and the Arab/Muslim immorality indoctrinates students
with ideas that mark the difference of “Us” vs. “Them” and supports the War on Terror and local
discriminatory policies against such individuals.
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Fourth, participants agreed that when there is a non-biased professor who tries to counter
the hegemonic narratives of the media, school curricula, and politicians, some students react
negatively to the Professor’s ideas. Francis experienced such a situation and felt really hurt when
a University professor was trying to explain that Islam is a peaceful religion and most students
refused to listen and three left the class. Francis stated that:
Even in college, we have been talking about discussion and dialogue and there are some
people who still dont undretstand. I mean I had this history class at CNM and the professor
would be like he thought Islam was actually a peaceful religion. Some of the students were
like attacking him about that all he said. I think that it is sad that what we know or think we
know about the religion that it is one of the most peaceful religions and two or three got up
and left the class. And its like do you even know anything? Like one of them is military
background and yeah some of the students were arguing with him like: how could you say
that, cos 9/11 and what had happened and he was trying to explain and saying - of corse it
was just him and i against the whole class. And we were just trying to explain why would
you pin this on a whole religion and a whole people like 1.3 billion people?
According to Kincheloe and Steinberg (2004), whenever critical educators attempt to rupture
colonialism and show the commonalities that erase the cultural divide between Muslims and the
West, right wing individuals and scholars fight those efforts. As a result, critical education
perspectives are rarely presented in the educational system.
Therefore, Islamophobia and negative stereotypes about Muslims have negatively influenced
Muslim American students’ educational experiences and have created challenges for Muslim
American students at school with their peers, teachers and school personnel and at the university
with their peers and professors. Muslim American student participants of the study reported that

173

they have been discriminated against by their teachers and in some cases received low grades.
They became targets of harassment by their peers. Dealing with these negative stereotypes in
school curricula, teachers’ pedagogies and peers interactions becomes difficult for Muslim
American students especially those who are highly visible because they look stereotypically
Arab or Muslim or wear the hijab. These negative experiences shape Muslim American students
identity and sense of belonging. All of the participants felt fear to attend school and helplessness
on how to alter misconceptions about Islam and Muslims.
Theme 2: Islamophobia Outside of school experiences after 9/11.
In this theme, Muslim American students spoke about their societal experiences and daily
challenges outside of school since 9/11. They talked about how they have encountered racism in
multiple occasions, particularly Muslims who are visible or wear the hijab, including work
discrimination and on the street. They talked about how 9/11 influenced the dynamics at home.
They also described how they struggled with airport security every time they traveled.
At Home.
Life at home changed for many participants after 9/11. This section presents three
examples of life change at home: fear and isolation, fear-based-assimilation, and resistance and
empowerment. Heidi’s home experiences exemplified fear and isolation as a reaction to 9/11:
9/11 affected the way we lived at home; we were happy in America, the land of the free
of opportunities. After that we lived in fear. Especially over my mom, she wears the
hijab, she used to work, so we walked her to work every day and went to pick her up
because everyone who looked like a Muslim or non-Muslim was attacked. My mom kept
working, but we didn’t want her to go out as much because she would be attacked

174

because we heard a lot of stories that a lot of Muslims were being attacked. Even though
they are not Muslims but look like Muslims were still being attacked. So, we were just
trying to keep her at home all the time. We wanted her to quit her job, too, so nothing
would happen. It was really a scary time for us.
Heidi explained hearing stories of retaliation for the events of 9/11 against Muslim American
citizens and even non-Muslims who look stereotypically like Muslims (Haque, 2004). As a result
of the attacks, Heidi and her family feared that her hijab wearing mother might also be attached.
In order to over come this fear, they tried to convince their mother to quit her job and stay home.
Heidi’s story demonstrates how gendered Islamophobia in society perceives Muslim women’s
bodies as a threat national security (Naber, 2008). Therefore, Muslim women become targets of
discrimination and harassment. Some women fear this confrontation and either ban the hijab or
stay home. Such fear of harassment created around wearing or banning the hijab highlights a
patriarchal order that controls a woman’s body and limits her autonomy (Zine, 2006).
Wayne also experienced fear based assimilation at home as a result of 9/11. With the War
on Terror against Afghanistan, Wayne’s Afghan heritage parents tried to help their family to
blend into American society and told Wayne “if anybody asks you, we are not Muslims and not
from Afghanistan. Say you are Mexican or Italian or something like that.” In this case, the
events of 9/11 and the government policies that followed forced some Muslims into fear-basedassimilation, which stands at odds with the United States constitutional notions of civil rights and
freedom (Haddad & Smith & Moore, 2006). For instance, on the anniversary of 9/11, Wayne’s
mom went to Target and bought them all American t-shirts that have the United States flag on
them and insisted they all wore them that day. Living in a society in which minorities are under
surveillance penetrates and influences the home dynamics (Sirin & Fine, 2008). According to
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Billig (1995), nations recreate themselves by what he calls “banal nationalism….the ideological
habits which enable established nations of the West to be reproduced in every day life” (p.6).
Government practices lead Muslims to continuously assimilate and visually show their
allegiance to the nation state through such actions as flying the American flag and wearing allAmerican t-shirts on the anniversary of 9/11 while at the same time hiding any ethnical, cultural,
or religious signifier that associates them with the stereotypical terrorist enemy of the United
States such as looking like they are Muslims or, in this case, Afghans.
Third, post-9/11 Muslim converts Bridget and Mark show how they became more
empowered and resisted discrimination after 9/11. After conversion, Bridget and Mark both
stayed in their Christian households despite their family’s dissatisfaction with their conversion
because they perceived Islam to be a religion that supports terrorism per media messages.
Bridget’s parents even thought that being a Muslim also made her Arab, “But this is the
perception of the American community, um, I have even had that perception from my parents,
from my family, you know, thinking that when I became Muslim I wanted to become Arab.”
Even though their lives completely changed after becoming Muslim, both Bridget and Mark had
to work hard to convince their families that they were the same people but with different religion
and lifestyle. Bridget stated that her parents still don’t like her conversion, but they respect it.
She explained that, “they respect our deal because, you know, I am still their daughter, and like
they said we are always gonna support you no matter what cause we are family, but we don’t
agree with your belief, but they respect it.” On the other hand, Mark was unable to deal with his
family’s lifestyle, which conflicts with his new Islamic lifestyle in terms of drinking alcohol and
dating, so he left the house but maintains contact with his mother. According to Smith (2000),
when people convert to Islam, particularly post 9/11, gendered Islamophobia and discrimination
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heighten, as converts become completely independent from their families. This independence
empowers them and transforms them into leaders and decision makers.
The Muslim American student participants’ societal experiences indicate that the context
of post 9/11 and the War on Terror changed the dynamics at home either through fear and
isolation, fear-based assimilation or resistance and empowerment. This shows that people’s
identities and attitudes are reshaped in relation with Islamophobia, national surveillance policies,
and the global context of American imperialism (Freire, 1970).
The home is also “an important site for consumption of a transnational language and
popular culture” (Maira, 2009, p.110). Through this consumption, Muslim American students
form and become members of ethnic subcultures. All participants in the study learned other
languages associated with the parent cultures. They even visited their ancestral homelands,
consumed transnational popular culture, and affiliated with ethnic groups from similar
transnational communities. These experiences helped Muslim American students develop a sense
of flexible citizenship, which allows them to form, negotiate, and navigate their identity in
multiple contexts. The Muslim American students in the study are involved in many subcultures:
the ethnic sub-cultures of their parents, religious subculture, and subcultures in solidarity with
other marginalized groups (Maira, 2009). However, this flexible citizenship was inversely
perceived by anti-Muslim sentiments as unpatriotic citizenship with split loyalties.
In the general society; the street, the airport, at work, and in the city.
Post 9/11 and during the War on Terror, people’s interactions towards Muslim American
students on the streets paralleled U.S. government policies (Naber, 2008). Francis argued that
what people hear on the news, influences their attitudes towards Muslims in the streets
particularly those who haven’t met with Muslims since they only learn about Islam or Muslims
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through the media. She further noted:
People who don’t ever get to meet Muslims or get to know them will always have that
opinion just because of 9/11, the media, and how we were portrayed from that day - from
one extremist, they think we are all fundamentalists. It’s like one KKK member can do
something wrong and they automatically think all Christians or all Whites would do the
same thing. They just put us all in one group just because of our religion.
Francis thought it is unfair to slander all diverse Muslims and the entire religion of Islam because
of the act of a few or even one individual. Francis gave Peter King as an example of an
influential politician who revives Islamophobia by pointing to home-grown terrorists. Francis
explained:
He is another guy that still acts like 9/11 was yesterday, and it is still alerting and, you
know, with the mosque, which should be built near that area, I think is ridiculous. That is
another example of a person who thinks that every Muslim is gonna be a home grown
terrorist American Muslim, and he doesn’t want that mosque to be built, and that is
ignorance.
By doing so, Peter King is trying to gather general consensus to violate the first amendment of
the constitution and prevent Muslim American citizens from building a place of worship near
ground zero. As a result of his speech, many people took to the streets to protest building the
mosque making the question of whether or not it was appropriate to allow Muslim Americans to
build a mosque near ground zero a huge national debate (see http://articles.cnn.com). Heidi also
narrated an incident in which she was driving with her mother and a man sticked his head out
and said “camel jackies.” Heidi got very upset, “I tried to get my mom to turn around and follow
him cause I wanted to talk to him and my mom was like ‘no you can’t talk to him’.” Heidi
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wanted to explain to him that his comment offended her. Another incident happened when her
sister went to the gym with her mother and there were two guys who were talking about Muslims
and the prophet. Her sister interrupted the conversation, which changed their attitude “they are
like ‘oh yeah, I love Muslims’, so they changed their personalitie”. These incidents show the
impact of 9/11 on Muslim Americans, the dispersion of 9/11, and how far it reached.
Additionally, these incidents show the intensity and depth of 9/11 effects, that Islamophobia is
widespread and deeply ingrained in the United States, and that it severely impacts Muslim
American lives. Muslim American students faced Islamophobia, discrimination, and verbal
abuse in the streets after 9/11. In an incident while riding public transportation, Bridget felt that
people were sometimes scared of sitting by her or sometimes they would give her weird looks.
She believed this is because she is wearing the hijab and perceived as stereotypically
Arab/Muslim/Middle Eastern and a fundamentalist terrorist. These forms of harassments in the
street show that 9/11 and the context of the War on Terror allowed racialization of all Muslim
Americans as somehow related to terrorists and terrorism. Whoever fits the media’s stereotypical
image of what a terrorist looks like faces harassment from the government and in the streets
(Naber, 2008). Maira (2009) explained that the United States’ cultural citizenship and
nationalism constructs Muslim culture as anti-modern and as a threat to the American way of
life, which constantly projects Muslims as having inferior cultures and religion that threatens the
American democracy and modernity thus exposing Muslims to discrimination and harassment.
Additionally, many participants shared complaints about discrimination from airport
security. For instance, Mary experienced more security surveillance after 9/11 at the airport,
especially having an Iranian last name and arriving back from Iran. The airport security officials
started questioning her about her identity and the reasons why she visited Iran. She believed
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being a Muslim Iranian also adds to the tension since the United States’ relationship with Iran is
currently facing tension. According to Maira (2009), the United States’ threat of national security
is attributed to specific nations, and individuals who have transnational connection to any of
these nations become suspect. Similarly, Francis was 14 years old and in high school when 9/11
happened. Francis said that, “we were in New Mexico just to visit from Jerusalem, and then we
were supposed to go back, but then we went back after 9/11. We were deported back here and
that's when I started school. So, I wasn’t in school when the event happened. We were back here
after a summer in 2001, and we were deported back here.” Francis and her family lived in
Jerusalem for 5 years prior to 9/11 to “learn about our culture, learn Arabic, my grandparents
were sick so we went to take care of them. We were supposed to live there but we ended up
living here.” Then they travelled from Jerusalem to visit New Mexico during the summer of
2001. When they tried travelling back to Jerusalem, they were deported from Jerusalem back to
New Mexico because of 9/11. Francis mentioned that after 9/11, when she and her mother
returned from Jerusalem, at the airport “there were alot more racism; like the way they looked at
us.” She stated that, “me and my mom we were randomly selected a couple of times when we
went to Michigan a couple of yours ago, that never happened before.” Francis explained that
when they were getting on a plane, the TSA so-called “randomly selected” them for a more
advanced private search. However, Francis found it hard to believe that, even though she does
not travel much, they were randomly selected twice.
According to Naber (2008), after 9/11 the United States federal government took charge
of airport security; they replaced non-citizen immigrant workers with White retired security and
military personnel who exercised racism and discrimination against Muslim Americans in the
name of national security. Such extreme government security measures influenced how travelers

180

interacted with Muslims at the airport and in airplanes. For instance, Bridget stated that riding an
airplane is definitely different after 9/11 because people showed fear towards her. “Even though
they wouldn’t tell me they were afraid, they would still give me the looks, or they seemed a little
bit nervous by me.” They also assumed she was an Arab or from Saudi Arabia because they
would not believe she was a convert. Bridget explained that the people were scared because of
the negative media attention and government regulations that associate Islam and Muslims with
terrorism and extremism. “I remember a lot of the people asking me if this religion was a cult
and if they taught us to become martyrs, you know.” She explained to them that every religion
has extremist groups, so Islam does not have to be singled out because of a few. This incident
shows that Muslim American students face Islamophobia and discrimination based on the
assumptions that they look like terrorists or that Islam is a religion that supports terrorism
(Naber, 2008).
Bridget also experienced racism at work. She worked with several government entities
and she always felt different. Bridget explained:
You know, I felt I was limited to how far I could go with my career. And actually at one
point, one of my bosses who was very honest with me came out and we had a long
conversation and he told me, you know, you are a very bright woman and you could go
so far in your career but because, you know, you are wearing a veil it is gonna limit you
to how far you could go especially with government entities.
Bridget’s experience is similar to many women wearing the hijab. For instance, Zine (2006)
reported a study in Toronto that surveyed 32 women wearing the hijab on their work experience
and 29 out of 32 women stated that an employer commented on their hijab during an interview or
asked them to take it off if they wanted the job. Maira (2009) stated that work in the United
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States is gendered; society tells employees what is or is not appropriate dress based on gender
roles. For example, in Bridget’s experience working at a government entity, she was expected to
dress in a certain way based on gender roles in United States society. Generally, Maira (2009)
stated that work is a place in which anti-Muslim and anti-Arab discrimination intensifies.
Francis believed that her experience would have been different had she been wearing the
hijab. She explains that:
The way people look at you, or if they say something to you or just like apply for job or
anything. For me, they don’t know until they speak to me, and they might be a little bit
open minded because they’ll see me as whatever she is like a normal looking girl or
whatever in their view. I will probably have a better chance of making them understand
my background while you (Randa), they will probably look at you and that’s it. They
have this image opinion about you already without speaking to you.
Francis supposed that people have negative preconceived notions about women wearing hijab
that translates into acts of racism and discrimination towards them either in hiring them or
interacting with them in general. On the other hand, Wayne explained that 9/11 severely
damaged his flea market business and customers treated him more negatively when they found
out he was Muslim. He said, “Sometimes too you get the racist and the kind of red neck like ‘oh,
you are Muslim,’ you know, like go and take your business somewhere else. So, I see that being
a problem.” Wayne does not lie when people ask him about his heritage, but he also does not let
these incidents affect him emotionally or psychologically. However, he changed his name in the
market place so that people would not associate him with Arabs/Muslims/Middle Easterners
perceived to be terrorists. However, during the month of Ramadan, he lets people know he is a
Muslim and fasting so they would not offer him food; he usually finds sympathy especially when
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he fasts and does not drink during hot days of the summer. Although Wayne does not look like a
typical CNN version of a terrorist, he does not have a beard and does not wear Islamic dress
code, he does look like a foreign male. In Wayne’s case, the intersection of race, class, gender,
religion and culture is met with racial comments and harassment. Naber (2008) stated that the
terrorist attacks of 9/11 hurt the United States capitalist masculinity, so the dominant capitalist
culture determined to punish “bin Laden, brown skinned folks and men in turbans” (p.297).
Even though, all Muslim American students in the study experienced racism and
discrimination in different locations in New Mexico, they still believed that New Mexico was a
good place to live as a Muslim because of its diverse nature and its location away from the
epicenter of 9/11, New York. For instance, Heidi believed that New Mexico is different than
other states in terms of how Muslims are treated because:
Many people here don’t know much about Muslims, and there were not as many Muslims
at the time when 9/11 happened so the community was pretty small. The people here are
a little friendlier as compared to other states. So, if you go to NY the people will be angry
and in big cities, they will retaliate a little more, but for NM it is not as bad as other
places. You feel the tension here too but wouldn’t be as bad as let’s say Chicago.
Mary also thought that being a Muslim American in the United States after 9/11 is challenging
but differs by State. “Like here in New Mexico being a Muslim, I don’t think it is a problem. But
I have noticed in Texas, even the East Coast of Virginia, they are a little bit racist there and
prejudiced against Muslims.” Maira (2009) explained that Muslim students’ acceptance of a city
is an indicator that they felt they belonged. According to Maira (2009), “belonging in the United
States meant belonging in the city….work of modern nationalism is done in the city, the sphere
in which people engage most immediately with ideas of rights and belonging through their
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relationship with local governance, if not local government” (p.166). Cities are also spaces in
which ideas such as loyalty, insider, outsider, citizenship, and belonging are practiced. Students
agreed that the diverse nature of New Mexico makes people more willing to accept others.
Consequently, Muslim American students in the study were able to build collective identities and
subcultures and negotiate their citizenship rights and belonging while living in New Mexico
more than any other place they had visited and perceived as more discriminatory against
Muslims than New Mexico.
This theme sheds light on Muslim American students’ societal experiences after 9/11 at
home and in society. The media and government policies influenced the spread of Islamophobia
in the American society. Muslim American students narrated incidents of discrimination and
harasement in the street, the airport, and at work. These experiences influence their identity and
sense of belonging.
Theme 3: Islamophobia and Muslim American student’s citizenship, identity and
sense of belonging.
Abu El-Haj & Bonet (2011) addressed the difference between citizenship and belonging
stating that citizenship encompasses more than legal states and civil rights along an imagined
nation-state border. Citizenship encompasses cultural and social rights that enable people to
become active members of the community. In that sense, Abu El-Haj & Bonet (2011) believed
that “belonging is a thicker concept than that of citizenship because democratic participation is
related to the emotional experiences of inclusion and exclusion” (p.32). However, nation-states
regulate belonging by developing policies of inclusion and exclusion that determine particular
groups’ and individuals’ materialistic and discursive rights (Abu El-Haj & Bonet, 2011).
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After 9/11, particularly with the War on Terror, the United States government developed
policies that targeted Muslim Americans and put them and their families under scrutiny. By
doing so, the government limited Muslim American students’ cultural and social citizenship
rights and their sense of belonging to the United States’ imagined community (Abu El-Haj &
Bonet, 2011). Further, according to Maira (2009), active citizenship in neo-liberal capitalism
means being an independent individual who takes care of his welfare and has the right to choose
between services. Maira (2009) critiqued the neo-liberal capitalist assumption that limits youth
in planning their future to consumption of services and goods and limits their imagination to
their nation-states’ borders. Instead she argued that with the restructuring of the world under neoliberal capitalism and global media, young people imagine their futures beyond nation states and
become more involved in political activism that demands political and structural state change.
In this study, even though my participants are second and third generations Americans,
most of them have transnational relations and aspirations in countries like Palestine, Pakistan,
Iran, Afghanistan, and Mexico. Most of them are also actively involved in politics and aware of
America’s national and foreign policies. The United States context in post 9/11 played a role in
shaping Muslim American students’ identity in terms of their religious affiliation, American
citizenship, and their relationship with their ancestral home country.
Name

Mary

Darla

Mark

Heidi

Francis

Young

Wayne

Henry

Bridget

Identity

Iranian
American

Palestinian
American
who is a
Muslim

Muslim
who
happens to
be from
America

Muslim
American

Palestinian
American

Muslim
American

Afghan
American

Pakistani
American

Muslim
and
American
Hispanic

Table 4.2 Muslim American students’ identities
The study does not reveal any differences based on gender. However, it shows that some
participants identify as Muslims first then Americans, others amalgamate both identities and
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identify as Muslim Americans, and a third group identifies with their ancestral national heritage
first then American as shown in table (4.2). According to Abu El-Haj & Bonnet (2011),
minorities form their identities by attachment to a particular group of specific racial, ethnic, or
religious background and also by negotiating their identities across cultures (either home culture
or host culture). If they are irreconcilable, the individual will most likely lean towards one
identity more than the other.
According to table (4.3), Mark, Heidi, Young and Bridget identify as Muslims first.
According to Sirin & Fine (2008), Muslim youth who identify as being Muslim first are the ones
who practice Islam because they give it preference over their cultural or national identity.
However, Muslim American students’ identification with a particular ethnic, national, or cultural
group is dependant on the socio-political and historical context of 9/11, the War on Terror, and
America’s foreign policy. According to table (4.2), it is evident that Mary, Darla, Francis,
Wayne, and Henry identify with their ancestral homeland first, then their American nationality.
None of the participants identify as American first because they experienced
discrimination and harasement at school, the university, in the street, at the airport, and at work.
They felt that Americans excluded them from the pluralistic fabric of the American society. Post
9/11, Muslim American students became concerned about issues of citizenship, human rights,
racism, work, and belonging (Maira, 2009). Indeed, they are critical of the United States war
against their ancestral homelands and the Middle East (Abu El-Haj & Bonet, 2011). Participants
agreed that America’s foreign policy regarding the Palestine/Israel issue is unfair particularly
because America is taking the side of Israel when Israel discriminates against Palestinians. For
example, Francis stated that: “Israel is kicking all the Palestinians out; it is a true apartheid they
wanted to kick out all Arabs or anyone who has Arab blood from Israeli land. They really wanna
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divide it now; Arab 1948 will not have any Israeli citizenship so that they couldn’t go there. That
was always their agenda: ethnic cleansing.” Darla even believed that “Israel is involved in 9/11
attacks.”
On the other hand, participants see the War on Terror as a violation against them and
their ancestral countries. For example, Henry has Pakistani relatives and visits there sometimes.
He stated that the first time people in Pakistan heard about Al Qaeda was after 9/11. He said: “I
don’t know where Al Qaeda is, no one in Pakistan knows. From the history I learned, Al Qaeda
is like a CIA created to fight the Russians. I mean Al Qaeda was not really known in Pakistan
before 9/11.” Henry felt hurt by the United States’ attack on Afghanistan since both countries are
neighbors and a war in either country affects the other. Mark also stated that the United States
“went to war against these countries because they wanted to build an oil pipeline in Afghanistan
and Iraq as well as to protect the interests of Israel.” Wayne thought that the long wars in
Afghanistan caused stress for Afghan men and caused them to oppress their women: “they beat
their women like crazy and women just set themselves with fire out of misery of the war and the
oppression of their husbands.” At the same time, many children either died or became orphans
because of the War on Terror in Afghanistan and Iraq. Participants believed the United States
government conceals such information from the American people; instead they only portray
Muslims as evil and terrorists to justify the wars. Muslim American students understand their
experiences post 9/11 and the War on Terror from an imperial perspective through examining
state policies that violate their civil rights and regulate discursive, cultural, and social
interactions, which also discriminates against them. Furthermore, their experiences are also
shaped by the United States’ imperial strategies that launch military attacks against their
ancestral homelands. Indeed, youth lives, particularly those who have transnational connections,
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must be understood through an imperialist perspective since imperialism shapes their lives in the
United States. Imperial powers are those that “exercise military, economic and political power on
a global stage” (Abu El-Haj & Bonet, 2011, p.34). The following section explores how Muslim
American students negotiate membership and form their identities within the social, cultural,
political, and historical context of post 9/11 and the War on Terror.
Religious and national identity as Muslim American.
As a result of 9/11, Islamophobia inside and outside of schools, and policies of
surveillance that took place in the United States and within the context of the War on Terror in
which the United States launches wars against Muslim societies, many Muslim American
participants felt urged to identify as Muslims first before their national identity as a sign of
solidarity with Muslim societies and protest against the United States’ militant attacks against
their ancestral countries (Abu El-Haj & Bonet, 2011). For instance, 9/11 has helped Wayne
develop his Muslim religious identity. He described himself as being popular at school, playing
basketball, and hanging out with friends before 9/11. After 9/11, he started reflecting on his
religious identity and grew his beard, listened to Quran, prayed more often at the mosque, and
enhanced his relationship with other Muslims. His life transformed to become a religiously
dedicated Muslim. Abu Al-Haj (2007) suggested that when groups are under scrutiny and feel
the dominant group of society perceives their identities as negative, they tend to strengthen their
identity with the discriminated group and reject identification with the dominant group.
Also, 9/11 helped participants like Bridget and Mark convert to Islam. For example,
Bridget was not a Muslim when 9/11 happened and she remembers getting very angry about the
attacks. Then she started learning about Islam to understand the mentality of the people who the
media portrayed as responsible for the attacks in the name of Islam. Once Bridget started reading
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and learning about Islam, she found out that “Islam itself condemns terrorism, you know. Islam
itself condemns hurting innocent people and that it condemns extremism. Um, you know, I
started to learn the real Islam verses what I had already known from the media, from other
people, from, you know, just talk.” This information helped Bridget to read and learn more
about Islam and become convinced that it is the religion that satisfies her needs. Eventually she
converted to Islam in 2005. She made it clear that 9/11 “wasn’t the reason for me to convert but
it was the reason for me to get more educated about Islam and about these people that I was
trying to understand.” Bridget courageously wears the hijab and is proud to be a Muslim even
though her parents are not Muslims and her supervisors at work warned her that she would face
limited career opportunities for wearing the Islamic dress code.
Similarly, Mark wasn’t a Muslim when 9/11 happened. He explained that he converted
from Christianity to Islam because he experienced racism growing up in a White Christian
school, and, after he had read Malcolm X’s pilgrimage experience and found it similar to his, he
became fascinated about Islam. More specifically, Mark found that Islam has answers to critical
questions like the purpose of existence that had been occupying his thoughts during high school.
Mark said that part of his fascination began when he found out that the information told to the
students about Islam at the Christian high school was false “like Muslims worshiped the devil”
or “Muslims were anti-Christ.” Mark had to change his life completely after becoming a Muslim.
He struggles with his non-Muslim family because they practice habits that contradict with the
Islamic religion like drinking alcohol, eating pork, and dating women. However, Mark identifies
as a Muslim who happens to be an American. He emphasized several times that he is happy to
join the collective Muslim ummah (community of believers) that is not limited to nation-state
borders. Similarly, when investigating Muslim American youth hyphenated identification, Sirin
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& Fine (2008) found that “frequency and stress resulting from discrimination and stereotypes
strongly and significantly strengthened the importance of membership in and private regard for
Muslim collective identity” (p.131).
Muslim American students like Wayne, Mark, and Bridget insist on practicing Islam,
wearing Islamic dress code, and maintaining strong relationships with the Muslim community in
order to maintain their Islamic identity. Similarly, Muslim Canadian youth maintained an Islamic
identity within the Canadian secular culture and educational system (Zine, 2001). Zine (2001)
found that even though these youth struggled with Islamophobia and racism that targeted them
and their academic enhancement, their determination and efforts to individually and collectively
maintain a Muslim identity on alsirat al Mustaqeem (the straight path) made them successful in
resisting assimilation to dominant culture and able to establish an Islamic identity regardless of
the circumstances. When Shaffir (1979) discussed the Jewish population’s strategies for
maintaining their religious identities, he stated that, “the central organizing feature of any
religious community is its own distinctive identity, the cultivation of which is crucial for its’
effectively separates insiders (members) from outsiders. In addition, the inculcation of such an
identity in the young helps ensure that the community will continue” (49). Some of Shaffir’s
(1979) suggested strategies are “to channel their members’ lives so that they conform to certain
standards or sets of expectations intended to regulate their contact with outsiders” (49). They use
specific language, dress codes, rituals, and shared history to identify their group members and
separate their identity from outsiders.
For Mary, 9/11 has made her distance herself further from Islam. Mary stated that she
was a “dedicated, religious, practicing Muslim” before 9/11. Having grown up in a religious
Muslim household helped her develop her Muslim religious identity. Growing up in the United
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States and used to the idea of freedom, she chose to wear the hijab since she was 9 years old.
Nevertheless, her three years visit to Iran starting in 1999 gave her a cultural shock because the
Iranian society as she described was “anti-Islam,” her relatives “were not practicing Muslims,”
and “the government enforced religious laws including the hijab on all Iranian citizens.” This
made many Iranians, including her relatives, her family, and herself, rebellious against practicing
Islam. This experience has made her distance herself from Islam to fit in the Iranian society with
her relatives. Furthermore, after coming to the United States after 9/11 and learning that Muslims
are perceived as terrorists and discriminated against, she distanced herself even further away
from Islam to belong to American society. She changed her perspective about Islam from being a
comprehensive religion that involves intentions and actions (Al Ghazali, 2003) to an
understanding of it as a spiritual religion based on intentions only. She stopped practicing Islam
and became hesitant about whether or not she considers herself a Muslim. Mary perceives a
“clash of civilization” between being a Muslim and having a national identity such as being an
American or Iranian, so she feels she has to choose between the two. In their study of Muslim
hyphenated identities, Sirin & Fine (2008) found that there was no clash between a religious and
a national identity among their Muslim youth participants. Mary’s experiences indicate two
factors influencing an individual’s religious identity and affiliation: parents’ religiosity and the
environment in which this person exists. According to Merry (2007), if a Muslim youth grows up
in a religious household and if the environment in which a person exists is congruent with a
person’s beliefs, then he/she is most likely to maintain a religious identity. However, if the
household and the environment are in conflict, then the individual is most likely to lose the
religious identity (Merry, 2007). This is what happened to Mary and her family in both societies;
Iran and the United States. They wanted to integrate and become more involved in social and
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cultural activities (Sirin & Fine, 2008) in both countries so they distanced themselves from Islam
since it is perceived as a rejected religion. Abu El-Haj (2007) argued that youths’ tension
between cultural identities does not indicate an actual conflict between cultures but must instead
be understood as an outcome of the nation-state policies against a specific group.
On the other hand, Henry became more observant and critical of other Muslims after 9/11
who were getting disconnected from Islam, particularly Muslims who have rich parents or live in
wealthy, predominantly white neighborhoods. Henry noticed that those Muslims become more
immersed in the American culture than other Muslims with different socio-economic conditions.
“I think that if the family has more money, more likely their kids will turn away from Islam,” he
said. Henry’s observation is similar to El Kholy’s (1950) findings in a study he conducted on two
Arab-Muslim communities in the United States, Detroit and Toledo, to assess their assimilation
to the American society after the communities lived in isolation for almost a quarter century. He
found that the type of occupation, language acquisition, place of residence, and neglect of
Islamic practices in exchange for mainstream customs influence Muslims’ assimilation to the
American mainstream society.
Heidi and Francis are both practicing Muslims who live with practicing parents but hide
identification with the Islamic religion so as not to become visual Muslims. Heidi stated that
Islam is a pure religion and she does not feel pure enough to represent the religion by wearing
the hijab. Francis also indicated that Islam is a relationship between her and Allah and that she
will wear the hijab when she is ready. According to Moll (2009), the cover strategy, which is to
conceal Islamic identities by hiding any religious symbol, is one of the commonly adopted
strategies to avoid discrimination and confrontation with the mainstream society. On the other
hand, Darla thought that showing the Islamic identity by Muslim women wearing the hijab
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“requires courage and self confidence” in the United States during this War against Terrorism,
particularly because Muslims are attacked and discriminated against. She will become committed
to wearing the hijab when she feels strong and confident enough to face the challenges that come
along with wearing it. Her statements contradict the American perception that Muslim women
wearing the hijab are oppressed; on the contrary, the testimonies of Muslim women not wearing
the hijab show that they are empowered, courageous, and self confident.
In sum, 9/11 made some participants convert to Islam, some Muslims reflect on their
Muslim identity, some become more observant and critical of self and other Muslims, and some
become distanced from Islam. In any of these four cases, 9/11 helped Muslim American students
become aware of their religious identity when some did not even have to think about being a
Muslim before 9/11 when they just practiced Islam as part of their daily lives like their parents or
they did not practice Islam at all. However, after 9/11, they had to start thinking about their
Muslim identity: either they came closer to it or distanced themselves from it.
Muslim Americans’ national/transnational identities.
Heidi identifies herself as Muslim American of mixed race who amalgamates between
her Muslim and American identities. Heidi described her American culture as reflected in her
language, the way she talks, and interacts with her friends and the way she dresses as a modest
American female. Heidi’s description of why she identifies as a Muslim reflects a deep
understanding of the creed of Islam, which is founded on the idea of unity of The One God and
the universe (Al Ghazaly, 2003). Heidi also showed understanding of the Islamic religion’s
values that put great emphasis on family ties and one’s responsibility towards family members
such as concealing their mistakes and helping them alleviate problems. Heidi has developed love
for Islam when she compared its teachings and practice to the American culture. Heidi
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explained:
When it comes to the way we behave, I guess, and the way we treat our own families,
cause when I look around and I see a lot of people who just like dump their families
around like they don’t care. “oh, I hate my mom and I hate my dad,” and they talk so
much trash about them, I am like “ok. Instead of just talking trash about your family, why
don’t you try to alleviate the problem.” Because like in Islam, it’s like you need to be one
family, one God, it’s like a unit. If you have problems with each other try to work it out
don’t talk trash about each other, like I will run away from home or things like that. Try
to take care of each other and that is required by our religion, which is a good thing.
When I look around in my community and see these things happen, there are so many
mistakes you would have avoided if only you have done this. I am glad I grew up to be a
Muslim.
According to Ajrouch (2004), some Muslim girls critique Western culture and social practices
and develop a form of femininity contrasting White girls’ behaviors. By doing so, Heidi resists
assimilation to the United States culture; instead, she is able to create her own identity and
amalgamate between her religious and national identity as Muslim American. Similarly, when
Marouka-Ng (2009) studied the construction of pan-Islamic identity among new second
generation Muslim female youth, she found that this generation integrated their religious,
national, and ethnic identities to form a new collective identity that allowed participants to live
and interact with all cultures and societies.
Cognizant of their American citizenship, some participants identify first with the national
identities of their ancestors. For instance, Mary stated that, “I would say I am a proud Iranian.”
She identifies herself in terms of ethnic, national, and cultural identities. She sees herself as an
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American citizen: “I was born here and I don’t really feel that people find me to be very
different.” However, she identifies as an Iranian based on which culture and language she feels
she belongs to more. However, even though Mary stated she likes the Iranian culture more,
clearly her American culture dominates since she blends in with Americans when she is around
them.
Similarly, Francis identifies as a Palestinian. She feels frustrated because “people do not
even know that Palestine exists.” She tries to avoid acknowledging Israel as a state since
Palestinians believe that Israel is an occupation of their Palestinian native land. Instead, Francis
tries to explain to her peers where Palestine is located. She said: “I am like Jerusalem then I have
to say it again the holy land, and I don’t actually wanna say Israel so I say Bethlehem, holy land
don’t you know your stuff? Jesus. I have some people tell me “do you mean Pakistan?” I am not,
I am Palestinian, so a lot of ignorance in that area.” Just like Francis is avoiding acknowledging
Israel as a state, she noticed that Americans are avoiding acknowledging Palestine as a state.
They call Palestinians Arabs, Muslims, and terrorists while ignoring a large Christian population
that lives in Palestine. Francis admits that the Arab Spring was encouraging and gave
Palestinians a little hope that liberation might come their way one day, but she is not too
optimistic. She thinks that being a Muslim and a Palestinian together makes things even more
difficult in the context of post 9/11 United States. Francis explained that, “especially because
being Muslim and Palestinian they’ll think the war is going on, it is double violence, you know,
violence because of the Quran and violence because of being Palestinian, being people that they
portray as terrorists.” Naber (2008) confirmed Francis perceptions by stating that there are
certain nations named by politicians that harbor terrorism. Palestinians have been repeatedly
portrayed as violent terrorists and suicide bombers, placing placed American citizens who are
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descendants of Palestinian heritage as terrorist suspects and enemy to the United States. Attacks
against Palestinian students is described by Naber (2008) as a form of nation-based racism,
which equates Bush’s war against terrorism and individuals perceived as a threat to the nation
with any person sympathizing or in solidarity with nations perceived to be harboring terrorism;
this individual, in this case a Middle Easterner/Arab/Muslim/Palestinian, is intrinsically
perceived to be a terrorist, fundamentalist Muslim, or an enemy of the nation. Even though
Francis believes that being a Palestinian and a Muslim makes her fit more into the media’s
stereotypical box regarding Palestinian Muslims in regards to Israel, which makes her more
vulnerable to discrimination. However, she feels that New Mexicans are more accepting than
other states like New York, Texas, and California.
According to Abu El-Haj (2008), Muslim American students such as Mary and Francis
understand their positionality in the United States in light of 9/11 and the War on Terror. They
understand that they are perceived and treated as the enemy within the United States. They see
images of people like them portrayed as terrorists and backwards and they feel alienated in their
own country. On the other hand, they see the United States launching wars against countries of
their ancestors or people who are Muslims like them. They also feel a clash between being
citizens with rights and the American government policies that took away their civil liberties and
alienated them. This sense of marginalization has a dire effect on their identity, citizenship, and
sense of belonging. Mark believes that negative representations make Muslim Americans
skeptical about their American identity and they start wondering about their citizenship rights.
On the other hand, Mark mentioned that these images also make people wonder about what kind
of government is running the United States of America and whether or not there is democracy.
This alienation makes some Muslim American students attach themselves to alternative
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identities, like Mary calling herself an Iranian and Francis calling herself a Palestinian. These
transnational identities helped Muslim American students distance themselves from mainstream
Americans.
On the other hand, Heidi and Wayne (after pressure from his parents) accept American
mainstream society and compromise their ethno-religious identities to amalgamate and blend in
with American society. However, post 9/11 and the War on Terror, they felt that the United
States betrayed and criminalized them (Sirin & Fine, 2008). This made Wayne, for example,
focus on his Muslim religious identity. Additionally, according to Abu El-Haj (2008), Muslim
American students feel that the United States government, media, schools, teachers and peers
have pushed them away complicating their sense of citizenship and belonging as active members
of the American community and further attaching them to other transnational identities and
making them feel responsible for defending the rights of their fellow transnational citizens
(Bonet, 2011). Such feelings are demonstrated through Darla as an activist for Palestinian human
rights and Mark who is as a defendant of Islam through the university journal.
Finally, Muslim American students in this study speak their parents’ ethnic languages at
home and with friends, visit their transnational homelands, and to some degree practice in
transnational cultures while living in the United States, all of which helps them to identify easier
as Iranian or Palestinian (Bonet, 2011).
Cross-identities and sense of not belonging.
Some participants are lost between many worlds not knowing where they belong. For
instance, Bridget identifies herself as a Muslim American and Hispanic. Bridget feels that being
a Muslim in the United States exposes her to discrimination from both sides; the American
mainstream society and the Muslim community. She said, “You are sort of like in the middle,

197

you are neither a 100% American, and you are neither a 100% Muslim. Because Arabs don’t
look at you as 100% Muslim and Americans don’t look at you as 100% American, so you are
sort of stuck in that grey area in the middle.” As a new convert to Islam, Bridget believed she has
to fight harder than Arabs to become a Muslim since she has not been raised practicing Islam.
She also has to transform her life and stop practicing non-Muslim habits such as drinking
alcohol, eating pork, dating, or going to inappropriate places for women wearing the hijab.
Additionally, she has to fight her Hispanic culture and distance herself a little from her nonMuslim parents since their way of life is not compatible with hers after Islam. Often times she is
identified as Arab by American culture since she is wearing the hijab and looks stereotypically
Arab. She continued, “I have even had that perception from my parents, from my family, you
know, thinking that when I became Muslim I wanted to become Arab, you know, so it is hard.”
She finds conflict between her multiple identities: religious, national and ethno-cultural.
Similarly, Darla struggles with her religious identity having grown up in a household of
parents with different religions; her father is a Sunni Muslim and her mother is Protestant
Christian and both want her to follow their religion. In spite of this struggle, Darla identifies as a
“developing Muslim,” still learning how to practice Islam. Even though she chose to become a
Muslim, she fears practicing Islam openly so as not to hurt her mother’s feelings. This
oppression of religious affiliation stresses her and makes her concerned about issues of death
ceremony and burial. She is also stressed since her Muslim peers in the Muslim Student
Association are pressuring her about wearing the hijab. According to Sirin & Fine (2008), stress
is one of the side effects of living in two conflicting worlds like in the case of Bridget and Darla.
Stress could have a destructive effect on youth’s identity and well-being (Sirin & Fine, 2008).
Among these effects are: depression (Erickson, 2003) and/or having a dual identity (Zine, 2008).
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Some Muslim youth even attempt suicide because of this reason (InFocus News reports that the
rate of Muslims committing suicide in Orange County and Los Angeles alone between 2006 and
2008 was 15.5 times higher than the rate in the previous ten years-Mogahed, 2009).
Darla also struggles with her national and ethnic identities in not knowing where she
belongs. In her case, it is obvious that having parents of different ethnicities makes it harder for
her to consider herself as fully American or Palestinian. Darla identifies herself as “Palestinian
American Muslim.” However, she feels that she has no full membership in any one of those
identities, which is evident in her feelings of standing out as American in Palestine and Arab in
the United States. Darla sees these religious, ethnic, and national identities as overlapping
without fully belonging to any single one. She could not overtly identify herself as a Muslim
because of pressure from her Christian mother, so she feels that she partially belongs to Islam but
is not fully a Muslim. On the other hand, she is not fully a Palestinian since when she is in
Palestine, people can point her out because of her white skin, accent, and the way she dresses
reflecting her American culture. At the same time, she does not identify fully as an American
since she has an Arabic last name and her peers and teachers harassed her at school and made her
feel that she does not have equal rights as any other American, which made her feel like an Arab
when in the United States. As all other adolescents, Darla seeks to identify with and attach to a
group. She faces various identity conflicts. Even though she navigates all of them, she feels that
she does not belong to or have full membership to any of them (Sirin & Fine, 2008). She deals
with this feeling of exile (Said, 2002) by choosing to become an activist for Palestinian human
rights struggles. According to Abu El-Haj & Bonet (2011), this form of activism is a way that
Muslim youth use to affirm their active sense of citizenship by carving a space for themselves in
the American community. When Sarroub (2005) studied how Yemeni American girls negotiated
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their identities within conflicting worlds of their home culture, their school and the mosque, she
recorded that they were connected to all these different worlds but did not live fully in any single
one of them. As a result, these young women carved new imagined spaces between all these
worlds.
Theme 4: Coping with discrimination.
As a result of negative cultural representations about Islam and Muslims; social and
cultural exclusion; government policies targeting Muslim Americans; and wars, hegemony and
imperialism against their ancestral homelands, Muslim American students developed some
strategies to cope with discrimination. This section addresses those coping strategies.
First, all participants tried to educate their peers about Islam and alleviate
misconceptions, but their efforts frequently failed because of the deeply rooted and fixated
association in the society between Arabs/Muslims and terrorism. Even though Maira (2009)
critiqued the notion that “political injustice can be resolved simply by awareness of religious or
cultural difference” (p.200), Muslim American students see awareness about Islam as a solution
to the constant association in the media between Islam and terrorism for more than a decade. For
example, Heidi tried to educate her peers and explain to them that she and a majority of Muslims
are not terrorists, but she gets frustrated when students would not listen and prefer what they hear
from the media or their parents. No matter how many times they tried, Muslim participants felt
frustrated that their trials failed. Mark, for example, stated that his biggest frustration is “When I
explain the truth to non-Muslim Americans and they just don’t get it.” Bridget also feels
frustrated when she tries to defend Islam and change misconceptions, then “I watch the news and
sees a terrorist act that Muslims did in the name of Islam.” She feels frustrated because “It takes
a long time to establish for other people a good vision about Islam, and that they start to accept it
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and start to believe that it is good, and then something bad happens and then I get put in the spot
again.” She then has to start the whole process of explaining that Islam condemns terrorism
again.
Heidi deals with discrimination by confronting people’s attitudes, presenting facts, and
directing them to experts on Islam and resources. Heidi stated that Muslims should stop being
scared of their identity and raise their heads up and fight for their rights. She also thinks that
Muslims should take a proactive role in the community to educate themselves and non-Muslims
about Islam and correct misconceptions as they encounter them. Speaking out the truth about
Islam and Muslims and helping people become aware about the discrimination, fear, and daily
challenges that Muslims encounter will alleviate misconceptions and help the society become
more tolerant and a more Muslim-friendly place. According to Abu El-Haj & Bonet (2011),
within the context of 9/11 and the War on Terror, many Muslims found themselves in a position
in which they had to display that they were “good Muslims” (Mamdani, 2004) and defend Islam
to counter the negative representations and stereotypes that perceive Muslim Americans as the
“enemy within” (Abu El-Haj & Bonet, 2011, p.53). Henry also advised Muslims to stay calm in
their reactions, laugh about injustices, get educated about Islam and unite with other Muslims for
support. This echoes Tatum’s (1997) understanding of why Black students sit together at the
cafeteria? It is because they share stories of discrimination with each other and support each
other in difficulties.
A second group dealt with discrimination by strengthening their attachment to the Islamic
religion. Mark endured a lot of racism and discrimination in his life even before becoming a
Muslim. He deals with discrimination by strengthening his relationship with Allah (God). Mark
summarized his strategy, as “Being steadfast on the Islamic religion, being patient with difficulty
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and dependable on Allah and things will eventually get better.” He also explains Islam in the
university journal to challenge his religious studies Professors’ misrepresentation of Islam.
Bridget also relies on her relationship with Allah because she will be rewarded for being patient
with injustice and for trying to change it. She defends Islam and does not take it personally when
people attack Islam “because once you let it get personal, then it becomes an attack and all that
you are going to be doing is to contrast that attack and attack back. It is not right because then
you are never gonna get anywhere and nothing is going to get resolved; it is always gonna be a
conflict.” Instead, she lets people say everything they feel and then softly informs them about
what Muslims really believe. “You know, I have learned to understand people's opinions and let
them reflect on themselves. I can’t impose my belief on somebody else because nobody imposed
it on me. People respect what I believe in, and I should do the same for everybody else” she says.
Mark and Bridget’s strategy to follow Islam and the collective Muslim ummah has been
adopted by many people who lived and experienced discrimination in the United States (Sirin &
Fine, 2008). For example, according to Haddad (2004), when the Zionists attacked Arab and
Muslim Americans in 1967 and surveillance of Arabs and Muslims in the United States
heightened, many Muslims reassessed nationalism, not as a unifying force, but as a colonial
project to divide them into racial and ethnic groups. Muslims believed the only way to fight for
Arab causes was through an Islamic identity and to create solidarity with other non-Arab Muslim
societies like Indonesia and Pakistan. Islamic organizations started to emerge, such as The
American Muslim Alliance (AMA) in 1989, The American Muslim Council (AMC) in 1990,
The Council on American Islamic Relations (CAIR) in 1994, and The Muslim Public Affairs
Council (MPAC), that addressed the collective Muslim ummah concerns.
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Third, some Muslims deal with discrimination by trying to blend into American society
and not showing signs of difference. Sirin & Fine (2008) stated that Muslim students who lack
self confidence are more likely to experience racism and discrimination. This was evident among
some of my female participants. Mary, Heidi, and Francis try to blend into society by following
the American dress code and having white friends. Francis, Darla, and Heidi do not wear the
hijab fearing discrimination. Francis projects her anxiety onto her family who live in New York
and Palestine. She believes that she will always encounter someone who is racist or violent
against her or her family. She is also worried that people will discriminate against her when
applying for jobs or college, during conversations, or in the case of other terrorist events.
Finally, Darla’s activism is one of the coping strategies that counters and challenges
discrimination. Darla believes that Muslim students should take action (Freire, 1970) to educate
themselves with knowledge and facts to counter attacks against Islam, Palestinians, African
Americans, Hispanics, and any one who experience oppression; this is how she deals with proZionist anti-Palestinian groups when they attack her. Darla also believes that one of the solutions
to misconceptions about Islam and Muslims is to educate the American community about Islam
and the similarities between Islam and Christianity. Darla’s civic and political engagement is one
way to deal with discrimination and political surveillance in society. Her organizations reflect
unified and organized movements to counter political disenfranchisement in society. According
to Sirin & Fine (2008), this civic and political engagement is a way to reclaim Muslims’ rights
and full membership in mainstream society. Therefore, such engagement is a way of saying “we
are here and you cannot do this to us!” (p.111). Additionally, according to Maira (2009), Muslim
American students who have been discriminated against form “a polycultural identification with
other youth of color” (Maira, 2009, p.198). This form of identification helps them “absorb a
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discourse of racial identity and civil rights that shape their dissenting stance after 9/11” (p.198).
Looking for support At The mosque.
After the attacks of 9/11 and the Bush administration’s hinted notions that Muslims are
terrorists and that the Islamic religion encourages terrorism and violence, many mosques closed
down for three to four weeks. Francis stated that after 9/11 happened, a lot of people were afraid
to worship at the mosque. Francis said that:
Obviously you were scared to go to the mosque. When it happened, a lot of people were
worried about leaving and going to the Friday prayer to see any people like extremists or
doing something or whatever. Like the guy who had the burn the Quran day, he is another
crazy guy, and people like him make us scared. I don’t think it changed for me, but when
I see around the world what happened like the mosque burnt down that worries people.
Francis thought that extremist behaviors as retaliating for 9/11, like the Priest who wanted to
burn the Quran and other incidents, have created fear among Muslims to leave their houses to
attend the Friday ceremony at the mosque.
When 9/11 happened, the New Mexico mosque closed for about three weeks; there were
no Friday ceremonies or any other activities. The Muslim community board was afraid that
attacks might happen against the mosque as a form of retaliation for 9/11. After the mosque
reopened for prayer, New Mexico police guarded the mosque during the prayer and other events
like the two feasts. In spite of police protection, the mosque has been attacked several times by
people throwing rocks or writing Graphite on its walls, which has created fear among some
members of the Muslim community to pray there freely without fear and prevented others from
visiting the mosque altogether.
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Some participants in this study, Mark, Wayne, Henry, and Bridget, attend the mosque
ceremonies regularly. These participants emphasized the importance of attending the mosque to
stay united with the Muslim community and to stay on the path of the Islamic religion. Merry
(2007) argued that attending the mosque and engaging in Islamic education provides the students
with a set of beliefs, values, and norms that are similar to home, which helps students’ positive
self-identification and well-being. Merry (2007) asserted that such a congruent environment
helps students understand their identity, others, and the world. Therefore, one of the purposes of
attending mosques and Islamic centers is to move the realities and experiences of the students
from the margins of the society to the center by presenting their ancestors’ knowledge, wisdoms,
values, and contributions to the world in addition to presenting another way of life different from
the one presented by dominant ideologies and mainstream society.
Muslim American students who attend the mosque had mixed experiences with other
Muslims and the Muslim community. Bridget is a new convert and her experience could be
described as mixed treatment from the Muslim community. She says that:
I had both experiences, extremely overwhelming and beautiful experiences, with people
who are extremely happy that I am a convert, and they would try to teach me everything,
but at the same time, I also experienced people who were extremely mean and very
aggressive and not understanding that us as new Muslims, we have to take steps a little
bit smaller than other people.
This also happened to Bridget’s other convert friends. Even though these behaviors
discouraged them from accepting Islam, they never changed Bridget’s love or dedication to
Islam.
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Mark has observed throughout his interaction with the Muslim community of New
Mexico that “people have been placing their culture over Islam,” which he believes will disunite
the Muslims since they all come from different nations and have different cultures. Mark finds
dealing with the Muslim community a struggle, especially as a new convert whose decision is
not supported by his Christian family. For instance, Mark and Henry believe there is a division
among the Muslim community based on ethnicity and culture particularly between the Arab and
South Asian communities. Each ethnic group wants to have power and enforce their culture over
others. This is evident in their arguments about how to build the mosque, who to hire as imam
for the mosque, who runs the elections, how to allocate the money of the mosque, and other such
power issues. These issues mirror McClaud’s (1995) observation about a tension that exists
between immigrant Muslims and indigenous Muslims (African American Muslims), as these
communities struggle with divisive ethno-politics and echoes Sirin and Fine’s (2008) statement
regarding the ethno-political disputes that exist between Pakistani and Indian American Muslims.
Bleher (2007) argued that status and power play a role in the majority of Islamic institutions.
Individuals of power only seek to preserve their cultural customs. This leads the Islamic centers
to fail to provide true Islamic knowledge and values, which limits their and their members’
transformative significance in order to achieve material ends.
Therefore, the Islamic centers’ diversity is seen as problematic because it is hard to get
people to agree on the social and political aims of the centers, which lead to division along ethnic
lines and results in bigger ethno-political divisions in the Muslim community (Abdo 2006; Merry
2007). These tribal and ethnic divisions threaten the solidarity needed for the mosques and
Islamic centers to develop a united culture or operate properly. Therefore, mosques and Islamic
centers need to work together to define a unified social, religious, and political role for
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themselves. Wayne complains that, “We are losing the youth! We need to attract them to come to
the mosque.” Merry (2007) explained that Islamic institutions are losing youth because mostly
Muslim immigrants operate many Islamic institutions in the United States and run them
according to their cultures and traditions, with less knowledge about the Islamic educational
philosophy or the context of the United States (Merry 2007). This creates a problem for young
Muslims who were born in the United States and who are looking for new interpretations and
adaptations of Islam relevant to their lives (Abdo, 2006; Haddad et al., 2009; Smith, 2000). In
addition, there is a lack of critical discussions about cultural challenges that the students face in
the society, such as the relationships with the opposite sex and their non-Muslim peers, what to
eat or not, and other subjects (Sirin and Fine 2008). Therefore, the students get confused when
they hear different opinions about the same religious rules (Merry 2007). If left unresolved, these
challenges can leave Muslim American students vulnerable to extremist views, fundamentalism,
or the loss of Islamic identity (Haddad et al., 2009). Additionally, Merry (2007) argues that often
times immigrant Muslim imams’ and parents’ understanding of freedom is limited to controlling
one’s desires and passions. Nevertheless, they fail to teach the students to respect other people
and do justice. In such a pluralistic society like the United States, explaining these concepts
would encourage positive attitudes like tolerance and kindness. In the context of post 9/11 and
the War on Terror, Muslim American students need safe environments that guide and support
them on how to deal with challenges related to their Muslim identity and positionality in the
United States.
Conclusion.
This chapter answered the following research questions: What are Muslim American
students’ social, cultural, and educational experiences post 9/11? What is the relationship
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between Muslim American students’ experiences and their sense of their personal, religious,
and national identities?
The themes that emerged across my Muslim American student participants’ social,
cultural, and educational experiences include prejudice and discrimination at school and in
general society. At school, they discussed that their teachers played the events of 9/11 on TV all
day in the classroom. Muslim American students felt that, within a few days, the government
changed their rhetoric from being concerned about the 9/11 attack to the need to take action and
launch military attacks to defeat the bad guys. Muslim American students stated that they were
shocked by the attacks and the aftermath. Their peers started treating them as outsiders who had
hands in what had happened and verbally abused them calling them “terrorists” and “sand
diggers.” Some students even got into fist fights with their peers. The Muslim American students
stated that 9/11 changed the whole environment at school to being undemocratic, hostile, and
unwelcoming to Muslim American students. There was an overall “Us” vs. “Them” mentality
while military personnel started recruiting Muslim American students to serve in the army and
patriotism surged. Some teachers started targeting Muslim students calling them terrorists and
insulting their religion. There was an incident in which a student even received a bad grade even
though she had completed all the requirements and did well on her class project. When the
student complained about the teacher, the administration did not take any action. School was
particularly hard for Muslim students wearing the hijab because they experienced discrimination
and isolation for looking different. Some participants shared stories about their university
educational experiences that included anti-Islam material and their teachers/instructors’
responded by either rolling their eyes or threatening to kick the students out of the classroom.
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Professors and teachers who were non-biased and tried to explain to students that Islam is a
peaceful religion and Muslims are not terrorists faced resentment from many students.
After 9/11 and in the context of the War on terror, Muslim American students also faced
Islamophobia and discrimination outside of schools. The dynamics at home changed for many
participants. The rise of crimes against Muslims nation-wide has caused some participants’ to
experience fear and isolation at home. Some homes exercised fear-based-assimilation by visually
showing support to the United States and the troops either by hanging the American flag outside
of their homes or wearing all American t-shirts as well as hiding any identification that affiliate
them with Islam. A third group became more empowered after 9/11 and resisted assimilation to
the mainstream society. Muslim American participants also faced harassment in the streets with
people calling them names or telling them to go home. Even at the airport, many participants
complained that TSA targeted them every time they travelled for advanced search under the
guise of “random selection.” Participants also felt people feared them when they rode with them
in airplanes or buses. At work, Muslim American students faced discrimination, particularly
women wearing the hijab. One participant was told she would not be able to climb her career
ladder for wearing the hijab. Participants felt that New Mexico was better than other places to
live as a Muslim American because of its diversity and far distance from the epicenter of 9/11.
Paticipants spoke about how the events of 9/11 and the War on Terror influenced their
personal, religious and national identity as Muslim Americans. Within post 9/11 neo-liberal
capitalism, Muslim American students understand their experiences through an anti-imperialist
perspective. The government policies within the United States that targeted Muslim American
students, scrutinized them, and violated their civil rights; America’s foreign policy in the Middle
East, particularly with the War on Terror; and the Palestinian/Israeli conflict helped shape
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Muslim American students’ identity, citizenship, and sense of belonging. Feeling rejected by
American mainstream society and excluded from social and cultural citizenship, Muslim
American students formed their identities in attachment to either a religious group or
transnational ethnic group. Some participants became more dedicated religious Muslims, others
isolated themselves from Islam, some identified as Muslim Americans and amalgamated their
religious and national identities, some were lost in many worlds not knowing where they
belonged, and the large majority of participants identified with their ancestral nation-state first.
Feeling excluded from the larger American community, Muslim American students carved a
space for themselves to claim back their citizenship by using many strategies: 1) engaging in
social, cultural, and political activism and joining organizations that create awareness about
human rights issues such as Palestinian human rights, racism against African Americans, the
border problem facing the Hispanic population, and gay rights; 2) educating the American
community about Islam and Muslims and proving that they are not the enemy within; And 3)
attaching to the larger Muslim ummah and finding support at the Islamic Center of New Mexico.
However, the existence of power struggles and conflicts over the role of the centers and how to
run them add to the challenges facing these institutions. For example, there are conflicts over
whether Muslims should hide their identity or become conspicuous and reach out to people and
create a dialogue. These mutually exclusive approaches create opposition within the Muslim
community. Also, most people in the Muslim community are ignorant about the teachings of
Islam and instead follow cultural patterns on issues of prayer, food, and handling the deceased,
which results in conflicts between members. All these concerns create dissension within
mosques and Islamic centers that divert them from their roles of supporting Muslim community
members, particularly the youth.
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Chapter 5 Teacher’s pedagogies on 9/11 and the War on Terror
We pretty much aborted our unit of study and immediately began to look at the events
surrounding 9/11 and with a critical eye to deconstruct some of the propaganda that were
dominating from a variety of sources. And it started with the announcement from our
principal who paraded president Bush's statement to the nation that they did this because
they hate our freedom.
-(George, age 60, White, 9th-11th grade US history teacher, Patricia High School)

The above is a quote from one of the teachers’ I interviewed regarding teachers’
pedagogies on 9/11 and the War on Terror. This chapter answers the following research
question: What are teachers’ pedagogy on 9/11 and the War on Terror? To answer this question,
I conducted individual interviews with five teachers, 1 female and 4 males from different high
schools in New Mexico. Two of the male teachers co-teach a class together, so I will discuss
their pedagogies as one.
This chapter is organized as follows: (a) I include the interviews with the teachers with
primary analysis to give the reader a feel of the flow of the interviews, and the process of
identifying the themes; (b) I conduct a cross analysis and deeply analyze the overarching themes
that emerged from all the teachers’ collective interviews while utilizing the literature; (c) I
present a conclusion for the chapter.

About Linda.
Linda was the first teacher I met with for an interview. One of my professors at the
university helped me get in touch with her. When we met, she had a smile on her face, and I
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remember feeling happy to meet her. Linda is a white Christian female teacher over sixty years
old. When we met, she was formally dressed in a long black skirt, light blue shirt, and a black
cotton jacket.
Linda teaches advanced placement social studies at Lobos High School. She has been
teaching this subject at different high schools for thirty five years. Linda said that her students
love her, respect her, and believe she is one of the best teachers they ever had because she is
passionate about teaching; she loves her students and mothers them. Linda structures her
curriculum so as to help students acquire analytic skills and factual knowledge necessary to write
critically about United States history topics. She describes her teaching philosophy as: “you have
to look at all the things that we did wrong so that you can grow from those and learn from
those.” With the 2011-2012 economic deficits, some teachers were laid off and others retired, but
Linda was asked to teach as a part time teacher instead of retiring. Linda proudly stated that all
her students go to college. She said that, “probably 95% -98% go to college. If they don’t go to
college it is because they are so talented in something else like music or something. So, you like
to set that example for them.”
Linda’s pedagogy.
During her interview, Linda expressed that her main teaching concern was her students’
success in the Advance Placement (AP) exam. For instance, she stated that, “I plan my yearly
curriculum to focus on issues that will be covered in the exam.” Linda clarified that there are
other important issues in the United States history that she would love to teach about but could
not spend too much time on because they are not included in the exam. For example, Linda
mentioned:
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What I tell my kids at the beginning of the year is that you know when you teach AP you
want them to be successful on this test at the end of the year, so you can’t spend too much
time on the detail sometimes. Like Japan during World War II and we took all the
Japanese on the West Coast and interred them in camps for the duration of the war and
took all their properties away. It was a terrible thing. I don’t spend a lot of time talking
about that.
Even though, Linda wishes to teach her students about historical events that shaped
United States history and influenced different groups such as the Japanese Americans during
World War II, she made it clear that her first priority in her class is to help students achieve
success in the AP exam. Thus, faithful to the AP curriculum, Linda explained that she does not
teach a unit about 9/11 and the War on Terror because it is not included in the AP exam. They
only covered a unit about the Middle East historically and how it changed after World War I.
However, Linda talks about 9/11 and the War on Terror as a current event, particularly at the end
of the year after the students have taken the AP exam. They discuss issues such as the
Palestinian/Israeli conflict, Libya revolution, and the United States involvement in other Arab
revolutions. Discussing 9/11 and the aftermath as current events makes the topics informal since
they are not part of the curriculum and allow Linda to be selective about the topics that she
discusses with the students. Linda does not assign readings for the students, “but sometimes they
bring readings to discuss and sometimes they do presentations.”
Linda mainly uses the textbook The American Pageant: 13th Edition (2008) by Mifflin,
Kennedy, Cohen, and Bailey in teaching her AP course. Linda explained that this textbook is
commonly used for AP courses but she advises her students to read it very critically because it is
one-dimensional, and “the writers are very highly historians from Stanford as we say are dead
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white men. So, they have a slant on history that is very traditional.” Linda thinks that the
textbook is uncritical, one-sided, and does not give students feelings of sympathy for people’s
problems throughout American history. Instead, the textbook tries to depict American history as
a success story always, which contradicts her teaching philosophy and motivates her to analyze
problematic American historical incidents and events in order to learn from them and grow.
Linda argued that even though the textbook includes some history about women and people of
color, African Americans and Indigenous people in particular, they are not treated fairly.
It plays down, for example, the genocide of the people who came here from Europe
towards the Indigenous people in America. That is progress, you know. You can push
those people to the side so you can build your farms and we can become a great and
successful country. It sort of does that in this book. So, we always talk about it is a real
and serious issue; something that we talk about in our past that we need to do and think
about.
Linda also feels that the textbook treated Middle East and Indian leaders in an unfair
way: “it always makes it sound like it is unfortunate that they have these nationalistic aspirations
for themselves.” However, Linda tries to show the students that the textbook isn’t ideal. Despite
her faith of New Mexico state standards and the AP curriculum, she tries to show students
different perspectives on the historical events discussed in the textbook. For example, she
discusses with her students the activities of the CIA in Central and Southern American nations,
“like killing leaders in Chile and other places, so I try to show them the textbook isn’t ideal on
that because it makes it sound like everything should be for America.” Linda presents a different
perspective other than the textbook and supported by historical facts about the United States’
historical relationships with other countries like Central and Southern America. By presenting
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different perspectives on history, Linda helps her students acquire critical thinking skills and
experience democratic education that allows for respectful discussions between differing
opinions in the classroom.
Linda complained about the textbook but continues to use it because it is commonly used
and helps students’ succeed on the exam. She said that, “I would have chosen a different book
written by people from later generations. I use another textbook with those, which is Howards
Zinn’s History of America. This book has been updated; it is the most popular and famous
revisionist history from the 1970's.” Linda explained that revisionist history is a new genre of
history that emerged during the 1960s when many pockets of the US population started
questioning everything in the country including the Vietnam War. Revisionist history “tells the
story of the American history from the people's point of view.” Linda assigns the first chapter of
Zinn’s book to compare it to the chapter in The American Pageant “so the students get
completely different stories about the same topic.” Linda mentioned that:
His first chapter, he calls it “Colombus, the Indian, and Human Progress.” He is saying
that it isn’t human progress. That what we did to the Native Americans is a terrible thing
in the name of human progress, so you get a completely different story here than what
you get in this textbook in the first chapter.
Linda does not take revisionist perspectives as blind facts; she investigates the
information to verify it. By exposing her students to diverse perspectives on similar topics, she
helps her students develop critical skills to uncover hegemony and selective tradition in
educational textbooks.
During the 1980s, Linda used to go to the library to do research but the last ten years of
her teaching have been blessed with internet access. Through the internet, Linda can be selective
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in pulling up at least three resources to find out the truth about what happened historically. Also,
Linda confirmed that if there is a part of history that she doesn’t feel strong about, she researches
it. “It is very good for the kids when you say ‘I have researched this and the latest says this even
though your history books say this.’ I think that helps them to appreciate academics and
research.” By conducting research and locating different resources that present facts, Linda is
able to challenge educational textbooks and help her students identify the truth about historical
events.
Linda passionately explained that, “I also love what I do.” Every year she starts the
curriculum with a book that she has read. This year Linda started with a book called Lemon Tree.
“It changed me dramatically,” she said. Linda described the contents of the book:
It is a book about a Palestinian family who grew up in their home that their ancestors
have built, and then in 1967, everything changed when they became refugees in other
countries. But it tells more from the Arab point of view than from the Israeli point of
view. It has reference to all kinds of factual stuff. I have a bunch of kids who write down
my books and read them over the summer.
Linda described her students as “well read.” She believes they are different from other
students in the school because they travel with their parents abroad. Linda sees a connection
between the students’ social class and their education. Even though Linda considers herself a
critical educator, she does not interrogate the elitism behind AP classes. Linda explained that, “I
think it is an economic situation in which you are able to take your students around the world,
and so they are very aware of things. They read many things. They have a more global
perspective perhaps than a lot of other students.” Linda explained that the students also have
access to many media outlets, and they read the books she assigns to them outside of the
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curriculum, which helps them become critical about many issues including the information
presented in the news media, particularly Fox News. For example, Linda stated that her students
don’t believe in what the American media presents as the reality of the War on Terrorism. She
said:
I think that the kids look at the War on Terrorism as nothing that is real as portrayed
today in the American media. They talk to their parents a lot, and they know what is
going on from other sources not just Fox News, they laugh at Fox news, they know that's
a joke and you're not getting the right story.
Being exposed to diverse resources, Linda’s students are conscious of the media’s hegemonic
and unreal representations of the War on Terror, particularly as presented by Fox News.
Linda acknowledges that the news media portrays negative representations of Arabs, Muslims,
and people from the Middle East. She commented saying:
And unfortunately, all the things that are in the news about Muslims tend to be negative.
When we talk about things happening in the Middle East or Arab nations or whatever,
and if we talk about terrorism, since this tends to be all the news that we get in the United
States about the Arab nations and Arab people is about terrorism; it is wrong, but that is
the truth.
Linda recognizes that there is an Islamophobic and anti-Muslim climate in the United
States targeting Muslims/Arabs/Middle Easterners and labeling them as terrorists. These
negative representations dominate the United States news media. Her passion for teaching
makes her feel responsible to dispel many of the myths presented about Muslims by giving her
students examples such as:
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If a fundamentalist Christian kills an abortion doctor, does this mean that all Christians
are murderers? And unfortunately that is the kind of picture that is painted for us in
America for people that are from the Middle East. So, I try to dispel that myth, that
terrorism is not a religious belief except for maybe fundamentalists that are on the edge
or it is not Arab people.
Linda and her class critically analyzed the War on Iraq and how the government
misinformed and deceived the people about the weapons of mass destruction to obtain general
consensus on the war. She said, “it is a war that, if we have been given the truth, no one would
have supported and didn’t support anyway. My students feel that [President] Bush completely
scammed us and completely lied to us about the reasons for the war.” In a democratic society
like the United States, Linda felt betrayed by the United States government and the Bush
administration that lied to them and deceived them with incorrect information to generate
consensus on the War in Iraq. Linda thought that, by doing so, the government stole the civil
liberty of the American people to exercise their democratic right to state their opinions about the
war.
Linda proudly stated that her students are “savvy that we did not go into this war
willingly because we knew all of the facts and we had to punish the people for 9/11” and her
students came with a different alternative to 9/11 than the War.
In fact one of the things that my kids come out of thinking, we discuss all this, that 9/11
was our opportunity to become world leaders in a peaceful way, and it was our
opportunity to actually say to the world “this is wrong” and “this is not how we do
things” and “we should be more civilized than killing innocent people,” and so, instead of
going over there and killing innocent people like we are doing right now in the Middle
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East, that we could have provided such leadership by using diplomacy for all sort of
things, and that is basically what my students continue to verbalize is that it was a missed
opportunity that we had instead we took the John Wayne perspective and killed guys who
were wrong and that is the kind of mentality when we lead the War on Iraq.
Linda’s students are critical students and do not agree with the government policy to go
to war against innocent people; instead, they believe in the power of dialogue and
communication to achieve democracy and display leadership. Linda confirmed that her students
“don’t think that they see Middle Eastern as terrorists when we talk about those kind of things in
class they are very aware that it is a lot of bad press put out about Muslims and that the War on
Terror has deeper implications for oil.” Linda’s students are critical thinkers who look beneath
what is obvious to critically examine the real purpose of the war against Iraq. They suggest that
the United States’ intentions toward the war against Iraq has economic and global financial
implications related to oil in the Middle East.
Linda believes the reason behind misconceptions about Muslims is ignorance and
intolerance:
Ignorance, I mean it is something that Americans aren’t comfortable with in general, they
are not familiar with it, and I think it may just be education. I never taught world history,
but I know that, over the years, when you teach world history, you teach western
civilization, you don’t teach eastern civilization as much. It 's gotten better, but the
parents of my children had western civilization, and I think, until we understand as a
nation history of the world, we are so bigoted and biased I guess to look at something
different.
Linda believes that parents are ignorant about Islam and Muslims because they were
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never taught information about other cultures and civilizations because of the arrogant emphasis
only on Western civilization, as if it were the only civilization worthy of investigation and
teaching. As a result, neither the students nor their parents learn about other civilizations, in this
case Islamic civilization and its role in the current world. Therefore, ignorance makes people
vulnerable to misconceptions about people from other parts of the world.
Linda believes that education is the only way to fight misconception and that it is her and
her fellow teachers’ responsibility to educate Americans about the War on Terror:
We can educate the kids, and their parents, educate Americans in general more about the
War on Terror. It’s a fabrication by the United States government, I think. Not only the
United States and other nations like the ones who joined, Great Britain who joined us in
this war but has pulled out, everyone has pulled out but the United States. I was very
much for Barack Obama’s presidency because I thought that things would change a lot,
but I am disappointed.
The government’s lack of transparency regarding the War on Terror, particularly against Iraq,
has led Linda to distrust the government and feel that the war was a fabrication by the United
States government and its ally, Great Britain, to achieve economic and financial interests. Linda
discussed the Arab revolutions with her students and how Arab countries seek to become
independent and democratic. She stated that, “I am not sure that this is what the U.S. government
really wants. They want governments that they can control.” Linda looked around her and said,
“So, I will probably get fired one day.” Although Linda is critical of the United States
government policies regarding the War on Terror overseas, she is fearful of the government
national policies such as the Patriot Act and other government regulations that encroached on
people’s civil liberties and silenced their opinions.
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Linda described her school community as diverse with “Hispanic not just from Mexico
but people from Central America and South America. I have a student from Argentina this year,”
but Linda complained that, “we don’t have enough contact with Muslim people.” Linda wished
there were more Muslim students in the school or she had enough contact with Muslim people in
order to “have more knowledge about their culture.” Linda believes that direct contact with
Muslim people would have helped mitigate news media misconceptions.
I mean, people say the most absurd things in news programs now about Muslims or about
the War on Terror, and there are ignorant people out there who believe everything in the
news that needs to change. I mean they are so stereotyped. So, if you are a Muslim you
must be a terrorist because it was Muslims who did this or that or the other and so the
only way to help that is education.
Linda thinks that direct contact with Muslims would confront Islamophobia that stereotypes all
Muslims as terrorists and would help people become educated about the population and become
critical of media information. She said that, "I have a friend whose son went to teach guitar in
Palestine because he thought the children seemed to have no choice except to get into violence.
So, he taught in a school so that they have other outlets besides just joining violent organizations
and whatever, and he was horrified about how it is for Palestinians.” Although Linda seems to
reject the ideology that all Muslims are terrorists, her words: “the children seemed to have no
choice except to get into violence… they have other outlets besides just joining violent
organizations” indicate that she believes that Palestinian people are either terrorists or violent.
Ignorance about the Palestinian/ Israeli conflict as well as ignorance about Islam and Muslims
makes Americanteachers, students, and people assume that Palestinians are all Muslims and that
Islam encourages terrorism. The media misconceptions prevent them from knowing that Islam as
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a religion forbids violence, which means that dedicated Muslims do not perform violence by
either their hands or their tongues. Islam is a religion that protects people’s lives, properties, and
even emotions and saves people from committing or receiving violence.
Themes.
The major themes that emerged from Linda’s interview about her pedagogy—and
discussed further later in the chapter—include: her belief that learning about historical errors to
correct future paths informs her desire to teach about 9/11 and the War on Terror despite her
ignorance about Islam and Muslims; faithfulness to the AP curriculum; and use of a specific onesided textbook that limits her teaching about these topics to informal current event discussions,
which makes her unable to confront Islamophobia.
About Patrick.
Patrick is a White man about forty years old. Patrick had just finished his fourth year of
teaching 10th grade world history, 12th grade government and economics, and special education
at Sustantivo High School. He teams up with other teachers to teach inclusive classes (classes
that involve advanced and regular students). Patrick has a B.A. in International Relations and a
M.A. in Special Education. Teaching is a second career for Patrick after almost fourteen years of
carpentering and home building prior to teaching. He changed his career out of a passion for
education and his interest in helping adolescents develop the desire and skills to make the world
a better place.
During high school, Patrick lived in Singapore and traveled throughout South Asia and
Europe. This experience helped him develop a sense of appreciation of cultures and love for
diversity. His traveling experiences also allowed him to develop open mindedness about the
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world. He has a ten-year-old son with whom he spends most of his free time playing soccer and
biking.
Patrick’s Pedagogy.
Patrick explained that he teaches about Islam in his World Religions class “and then as it
comes up throughout history with Muslims’ impact on the Renaissance and Muslim Hindu
relations. We just did India’s independence and Gandhi and then as it comes up in current events.
So, as we discuss current events and what may be going on.” Patrick explains that he has World
History and US History textbooks from Holt McDougal, which were adopted by New Mexico’s
Department of Education. Patrick states that the textbooks have a section on terrorism but “I
haven’t taught that section from the book.” He explained:
Generally, we do terrorism more like a set as far as current events and what not. It is
really difficult to get through with the content, so we try to make connections. Instead of
trying to force ourselves through the whole book; we try to make connections to the
current world as well. So, bringing the current world to the classroom and making
connections when we can.
Patrick confirmed that he does not teach about the War on Terror as a unit due to the
limited time during the year and his eagerness to complete the state standards before the end of
the school year. “And this lacking in my teaching and that is one of the reasons I wanted to come
and do this interview with you is to reflect on it a little bit,” he states. Patrick acknowledged that
teaching about 9/11 and the War on Terror is important since they are events shaping America’s
history and people’s lives. He admited that his dedication to follow New Mexico state standards
and cover the curriculum before the end of the school year limits him from establishing a unit
about 9/11 and the War on Terror. Instead, he discusses the War on Terror as current events and
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then links it to other units in the curriculum. For example, Patrick stated that he discusses with
his students the United States involvement in the Cold War and Afghanistan and the roots of
United States support for Al-Mujahedeen and the Taliban today. He leads classroom discussions
as follows:
Just most recently the killing of Osama Bin Laden. So, one of the things we have
discussed is who is Osama Bin Laden? Who is he connected to? Why would we be after
him? What’s Al Qaeda and the difference between Al Qaeda and Taliban? Why are we in
Afghanistan? And that was more informal discussion vs. formal teaching.”
Through informal discussion about the War on Terror as current events in his classroom, Patrick
asks his students questions that help them conduct historical analysis to identify connections
between the Al Qaeda, Osama Bin Laden, Taliban, and America’s support and involvement with
these “terrorist” organizations during the Cold War against the Soviet Union.
One time, Patrick asked his students to record in their journals their reactions to the
protests in Afghanistan following the burning of the Quran by Pastor John in Florida. The
students recorded a range of reflections: some students blamed the Afghan people for their
violent reaction in response to the Pastor’s behavior and others stated that the American Pastor
should have been arrested and charged with complicity in murder. Students’ responses reflect
their dispositions and diverse understandings of historical events in relation to people’s
behaviors. Their responses also reflect students’ perception of other people in the world, their
civil rights regarding freedom of speech and expression of opinion, and how to exercise that
right.
Patrick describes his use of various resources and articles from reputable websites like
BBC and CNN to expose his students to known facts as opposed to prejudices or

224

misunderstandings about 9/11 or the War on Terror. Generally, Patrick likes to keep discussions
going as long as they are respectful and then point out the facts and latest research in education.
He emphasized:
Like try to get to a known fact as opposed to prejudices or misunderstandings. And I
think one thing that is important for me is to discuss things in a respectful way, but deal
with terrorism as not just a Muslim thing or Islamic thing but an act that people have
done through especially recent history that has a goal of mind and is trying to create some
change. But we don’t necessarily have to agree with the methods, but it is not a new
thing, and it is not a thing that only one group has used - bring the IRA, for example,
when we had the group present on the Irish revolution, we made connections between the
IRA and current terrorists. And so, like I am saying it has been more adhoc but keeping it
in mind as a connection that we can make to whatever topic we are dealing with today.
So, you try to make connections to let your students see this is not something new, its
been done, and here are the examples. And also to make connections because we know
we are not gonna get to the topic at the end of the year to bring this unit on terrorism to
bring it up and to at least address the issue at some way, to connect the past to today.
Patrick establishes respect as the basis for discussion about controversial issues in his classroom;
he is keen about discussing 9/11 and the War on Terror with his students as long as they are
respectful. Defying the media’s and some educational textbooks’ misinformation that presents
terrorism as exclusively an act done by Muslims faithful to their Islamic religion, Patrick helps
his students see that terrorism is not an act that only Muslims have done but a tactic used by
many other groups to achieve social and political change. He givs his students examples of other
groups like the IRA, and he compares current terrorists with them to show the connection and
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confirm his point that terrorism isn’t new. Since he has limited time during the school year to
cover the entire curriculum, he also makes connections between the past and the present to
discuss current important issues and show his students that history is not disconnected but,
rather, repeats itself.
However, when discussing 9/11 and the War on Terror, Patrick tries to:
Dispel myths or misunderstandings, so, trying to disassociate Al Qaeda say from Saddam
Hussein. There is always this misunderstanding that we are in Iraq because of the attacks
of September 11 and so as an example of trying to bring more clarity to the issue. And
then having it discussed in a respectful way that you don’t end up with any kind of
disrespectful speech, recognizing that it probably gonna happen and then responding to it
appropriately so that it doesn’t necessarily kind of squash everybody but that you at least
stand up for respectful discussion and tolerance and understanding of people. So,
dispelling myths, dealing with how do you have a discussion with people on a topic that
brings up a lot of passion and has, I think, a root of discrimination and racism involved.
So, how do you then help students to get past that kind of influence that they have from
society? I don’t know that we are that successful.
Patrick stated that he tries to dispel myths and misunderstanding about 9/11 and the War on
Terror. For instance, many of his students have a false perception that the United States military
went to war in Iraq because of the War on Terror, so he tries to clarify this issue for them by
explaining the difference between Al Qaeda and Saddam Hussein and that there is no
relationship between them. Patrick explained that some students react disrespectfully when they
hear different perspectives on this sensitive topic, particularly because official sources of
knowledge such as the media, politicians, and educational textbooks tell a different story (Apple,
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2004). When this happens, as a new teacher, Patrick still struggles with identifying the best ways
to deal with students’ disrespect and liberate them from the hegemonic ideology that dominates
the society and expand their perspectives (Freire, 1970). He hopes to help his students to develop
critical thinking skills as well as tolerance.
Patrick thought out loud with me about what he needs to do in order to overcome such
challenges and achieve respectable behavior among the students while discussing controversial
issues like 9/11 and the War on Terror. He said:
Number one is modeling it. I think it is very important, any type of behavioral change or
any kind of respect that you expect from students you have to model it yourself. Number
two is trying to actually educate. We spent a lot of time on all world religions early in
the course, so, when they come up, we are able to make connections to what we already
studied, but also the students have at least some basic understanding of what the beliefs
are of that religion and that Islam, Judaism, and Christianity all have same roots, same
God, and this hopefully dispels some of there is “us” and there is “the other” comparison,
discrimination and what not. So, modeling, asking for respectable discourse, educating on
the facts, asking them to look for the facts themselves, and then helping them to be aware
of biases in the media.
Patrick believes that modeling respectable discussion behavior is crucial in delivering behavioral
expectations to the students. He also tries to make historical connections and educate his students
that Islam, Judaism, and Christianity have the same historical roots and are all monotheistic
religions. Patrick is hopeful that by educating the students on the commonalities among the
religions, he will break students’ racist attitudes that mark people as different and fosters a “us”
vs. “them” mentality as well as defy Islamophobia and discrimination that exists in society. He
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hopes his students become critical of the media’s misinformation and develop the skills to
identify biased agendas.
Patrick admits that he hasn’t gotten to officially teach a unit about 9/11 and the War on
Terror because of issues of scheduling and prioritizing. He demonstrated:
Mostly it’s time getting to the present in world history is very difficult given the
standards and wanting to address topics in a way that is not flippant. So, wanting to spend
some time on deeper issues, needing to spend some time developing skills, as well so you
can’t just do worksheets all the time and get through world history and have students that
can write it again. So, having to work on research skills, writing skills, and all that means
that you have to dedicate time to units that will allow students to do that, which means
that by the end of the year, you get this kind of trickle out effect and you are always
pushing to the end, which though also speaks to prioritizing and planning. So, if I put that
in the schedule at the beginning, then it gets done.
Patrick hopes to cover the curriculum while helping students develop skills of research and
writing. However, he realized that he can still achieve those outcomes and more by teaching a
unit about 9/11 and the War on Terror since the students will acquire additional lessons such as
tolerance, respect of others, discussion behavior skills, democracy, and critical thinking skills to
identify hegemony and think beneath commonsense. Consequently, one of Patrick’s goals for
teaching about 9/11 and the War on Terror next year is to develop a unit that is focused on these
issues. He explained that:
I would like to do a full-blown unit on it; that is something that is lacking in my teaching.
I need to focus on it more, particularly, that is, giving it so much resources. To some
extend its replaced the fierce of a Cold War have been replaced with fears of terrorism
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and now the justification for large military expenditures, or abuses of citizens, or abuses
of people from other countries, or loss of rights. All has been replaced. Now, instead of
the fears of communism, it is the fear of terrorism.
Cognizant of the importance of teaching about 9/11 and the War on Terror, Patrick wishes to
develop a unit about this topic. He sees its importance in how the fear of terrorism has replaced
the fears of the Cold War. Patrick sees parallels between the Cold War and Terrorism in the way
that both have been used to instigate fear among people. This fear allows the government to
establish national laws that have taken people’s rights and civil liberties in the name of safety; it
also justifies the wars against other nations and abuse of civilians of other countries. Therefore,
Patrick confirmed that it “would be nice to have a more formal teaching and investigation of that.
Never did I have a lesson plan about it so it may have come in a bell ringer, which is our opening
activity, or in a connection to a students' presentation or as a question in class that we spent some
time on, so it needs to move from a non-scheduled to a scheduled.” Deciding to schedule a unit
about 9/11 and the War on Terror shows Patrick’s seriousness in moving the topic from its
informal state to formally teaching about it to his students. He discussed with me his final
thoughts on how he plans teaching about 9/11 and the War on Terror next year. Patrick said:
So this has given me more food for thought and looking at the resources around me.
Even because of this interview, I went to the textbook and I was like what do they really
have and would it be a good resources because some parts of the textbook aren’t good
resource while other parts are. But I think in general textbook that we use appear to deal
with it well (See textbook analysis of Holt 2005 & 2012 in chapter 6).
I then asked if he had seen any bias in the section of the textbook that he read about this
topic. He responded:
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Not that stood out really well for me. I would teach it and literally focus a unit on it and
post-Cold War and make connections between those two. I have always tried to do
current events and do the more current stuff through World History, but I have seen in
that I need to pull World History all the way to the present as far as the teaching of it,
which means spending less time on the earlier stuff. Like maybe in high school our
standards are supposed to start at the Renaissance that means that we don’t deal with
things like this off-road necessarily from the Muslim caliphates or the influence on the
Renaissance. That I think is really important or even pre-Colombian civilizations in the
Americas.
I then asked him why he thought this history is important. He replied:
Its backgrounds, its roots for the history that comes later, and it’s difficult to talk about
the Renaissance as a rebirth if you don’t know what Greece and Rome were about. So,
according to our standards, the students should know about Greece and Rome. But they
come to us remembering barely anything, so its a matter of trying to not teach stuff
before the standards in order for them to have a real understanding of the later material,
the Renaissance in that, and its a good way to teach foundational information: what is
civilization and what are the components of civilization. And you can look at preColombian civilizations and look at that and you can apply that knowledge to later
information like they don’t know what economy means, so we have to teach them that.
And the way we do it is through pre-Colombian civilization.
I asked if he is giving his students a context and bringing them back to the present to
which he responded:
Trying! And trying to remain more thematic than just names and dates and what not. But
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so combining themes - not necessarily combining themes but looking at specific themes,
you know, the influence of changes and technology in industrial revolution or human
rights and independent movements or the Enlightenment and later revolutions including
the American Revolution. I guess technology and change are themes or eras and what are
the themes involved in that era. I am interested in seeing this research for sure, and I
guess I want to say thanks for the opportunity to reflect a little bit, and I will make
changes in my teachings based on that - it is a great topic I want my students to walk
away with. It is a better understanding of the current world and the tensions involved and
the tolerance we need to show one another, so that means I need to focus on doing it.
Based on Patrick’s conversation with me about how he plans to re-teach 9/11 and the War on
Terror next year, Patrick explained that instead of spending time at the beginning of the year to
refresh his students’ memories about past curricula, he will focus on details about historical
events that influence this era’s current events and politics. For instance, among the historical
foundations that he needs to discuss with his students are Greece and Rome and how the Muslim
Caliphate influenced the Renaissance. By teaching those events, Patrick could explain to his
students the definition of civilization and its components. Additionally, showing Muslim
contributions to modern civilization is a way to confront Islamophobia and alleviate
misconceptions that Muslims are terrorists. Patrick also teaches pre-Colombian civilization to
teach students economic foundations. Patrick explained that discussing historical foundations
provides the context for understanding current events as well as predicting the future. For
instance, his students will be able to understand the influence of changes and technology in
industrial revolution, or human rights and independent movements, or the Enlightenment and
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later revolutions including the American Revolution. In that sense, discussing historical issues
will help students realize that what happens today is a continuum and based on historical events.
Themes.
Patrick’s pedagogy is shaped by the following two themes: his goal to help adolescents
be the change they want to see in the world and the strategies he used to achieve this goal.
Patrick’s interest in helping adolescents develop the desire and skills to make the world a better
place makes him dedicate most of his curriculum time to teaching students about Gandhi as an
example of an independent movement that doesn’t use violence and have used a methodology
that students can personalize. Patrick’s biggest challenge as a new teacher is how to lead his
students into a respectable discussion about a controversial topic in a way that helps them
develop critical thinking and tolerance skills. He dispels myths about Islam, Muslims, 9/11 and
the War on Terror by presenting facts, showing that terrorism isn’t new and giving examples of
other groups. He also shows his students the commonalities between Islam, Judaism and
Christianity to clarify misconceptions an erase some of the “us” vs. “them” mentality.
Nevertheless, his approach to teaching about 9/11 and the War on Terror does not allow him to
change misconceptions about Islam and Muslims since he is faithful to New Mexico state
standards, therefore 9/11 and the War on Terror are discussed only as current events, and only if
time permits and if students remain respectful. However, realizing the importance of teaching
about 9/11 and the War on Terror as a current issue that has replaced the fear of the Cold War
and continues to shape the United States social, cultural and political context, he plans to develop
a unit about it, schedule it formally in next year’s curriculum, develop themes, use multiple
resources and show connections between the past and the present.
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About Cain and Bill.
Cain and Bill are two White males. Bill is 58 years old. Bill has a B.A. in government
and an M.A. in political philosophy. He has worked in business, politics, and gifted education.
He teaches at Hills High school and in the Political Science department at a community college
in New Mexico. His interests include: constitutional politics, globalization and culture, and
political economy. These interests have shaped his background and career choices and inform his
practical approach. Cain is about 55 years old. Cain worked for UPS and was involved in the
Union before becoming a teacher, so he is very aware of labor management issues.
Both Cain and Bill share a practical sense of the world in terms of “how power works in
the world and the kinds of things that kids have to negotiate when they grow up and the sorts of
choices they will have to make to in terms of careers and being in jobs situations.” Bill says.
Cain and Bill’s Pedagogy.
Cain and Bill co-teach a class together connected to a national competition called We the
People Constitution Law Program at Hills High school. It is a 24-year-old program and
competition that started with the anniversary of the Constitutional convention in 1987 and got
cancelled by Congress in the big budget cuts of 2011. Almost 1,200 schools around the country
participated each year in the competition. Bill proudly told me that their class won the state of
New Mexico competition nine times within eleven years. The state winners go to Washington
DC to participate in a nationwide competition. Their class once held the tenth place, but they
usually rank in an impressive twelfth position over fifty-two schools.
The competition has certain rules and format. They use a specific textbook produced by
the Center for Pacific Education called We the People that focuses on Constitutional issues. The
textbook includes six units that teach students the historical/philosophical foundations of
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American democracy and the institutions that have developed since then. Bill describes the
textbook and its different units:
Actually, when we compete at the national level, the book is our beginning parts, so we
will have the students do research, and we've got college level stuff, so functionally, it is
a college class, but historical examples. We have checks and balances, war powers, how
traditionally America has approached its wars is one topic, the president as commander in
chief is another topic, and congress controlling the executive power. The fifth unit is the
bills of rights so very directly all the due process rights and it divides the bill of rights
into different sections and particular units of study. The last one is citizen action, so what
is the role of citizens in relation to the rights, so we are highly open to debates about all
these issues supportive.
Bill explained that the textbook they use in their class for the competition includes
foundational as well as contemporary political and governmental information that provides
students with understanding of how the United States as a country is governed. In that sense,
studying the constitution provides students with the foundations; the socio-cultural, political and
historical context; and the law of the society in which they live. Furthermore, studying the
constitution provides students with an understanding of civil rights and responsibilities towards
the country, the government, and other citizens.
The textbook has basic as well as fairly detailed topics. The students gain greater depth
by conducting further research and answering critical questions given at the end of each unit of
the book. Cain argues that studying this information provides students with the basis to
understand almost any political topic: judicial, economic, and even social. Cain stated that the
textbook they use is unlike any other textbook. “The book is teaching students about tolerance
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and indeed intolerance where a lot of books I don’t think necessarily do that.” He explained that
the book goes hand in hand with their teaching philosophy: “we want students to be reading and
finding things about the world, then coming in and talking to them, and then coming in with their
own conclusions.” Cain and Bill are critical educators who believe that students’ learning
depends on critical education of the world based on praxis, in which students investigate an issue
through research, thus gain knowledge, and then reflect on this knowledge and dialogue about it
with other students as well as the teachers to formulate an opinion. Teaching this course aligns
with Cain and Bill’s teaching philosophy based on teaching students about the real world,
American values and tolerance, and developing their critical skills to deconstruct hegemony and
generate individual opinion about issues through dialogue and discussion.
Bill and Cain place their students in groups and each group specializes in a specific unit
of the textbook, thus mastering knowledge about specific aspects of the Constitution. Cain
explained that their school is diverse, so their teams are diverse as well. He said:
Our school situation is interesting. We get a lot of students from the military base, kids
from military families, which tend to be much more conservative. However, we’ve got a
pretty wealthy liberal area over here and another area has got high immobility, a lot of
poverty, and so the school is a very diverse mix. Our teams are of very diverse mix too of
backgrounds, languages, and attitudes.
Bill and Cain are aware of their students’ diverse backgrounds and they acknowledge the social
differences among their students. Nevertheless, social class was never a category through which
they perceived their students’ abilities and academic achievements. They are aware that the
diversity of the students in their classroom generates interesting conversations and different
perspectives on issues. With good leadership, diversity is an asset to help students build
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tolerance, discussion skills, critical thinking, and democratic values.
Bill explained that their class does not follow state standards; instead, it is dedicated to
answering the competition questions sent to them by the state. Bill demonstrated:
Given the questions of the national organization has us work on for the competition and
the judges wanted that so the kids to become as expert as they can on the positive and
negatives of different decisions, and they have perfect freedom to adopt their own
individual perspectives on things. And when they compete in different units, we
encourage them on disagreements. The judges like to hear, they give value to answers of
a group that show understanding of both sides.
The competition requires students understand all sides of an argument and justify their
individual perspectives. Understanding all sides of an argument develops transformative
perspectives as a means of creating knowledge that is meaningful for the students. Such
development is based on dialectical thinking, reflection and meditation, and conversation and
dialogue. The dialectical thinking will help the students to develop intellectual abilities to
formulate an opinion while being respectful of others (Freire, 1970).
Bill commented that the students study the constitution then examine how it is used and
applied by following cases that are argued before the Supreme Court, and then follow the
decisions on these cases. The sequence of the learning process requires that students obtain the
basic knowledge about the constitution first, and then examine how it is applied in the cases
presented before the Supreme Court and court’s decisions on those cases. Through this process,
students learn the law and how it is applied.
Discussing 9/11 and the War on Terror has been a major part of Bill and Cain’s class. For
example, Bill explained that:
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In 2003-2004, our unit on the Bill of Rights won at the national competition, won the
national Bill of Right unit award at the schools, and they were like the strongest antiBush unit you can imagine. In practice, when we had local rehearsal, we got some
conservative judges; they were very gentle with them and explained they are going to
hate you if you don’t explain why you are so in favor of civil liberties. They took that at
the heart, so when they gave their answers at nationals, they were able to calk answers to
questions that would be empathetically.
Bill gave me an example of a question related to 9/11 and the War on Terror that students found
highly controversial: “How would you explain to one of the victims of the 9/11 attacks families
who have people die and that why you are so strong in terms of supporting due process rights for
accused terrorists?” So, they could answer that with empathy holding strong their opinions but
showing they understood these rights”. Bill and Cain encourage their students to have strong
opinions, but they have to understand the other side in order to defy the objections coming from
the other side.
Students in Cain and Bill’s class master the skill of arguing: they establish an opinion
after understanding both sides of the argument so they could counter argue the other side and
justify their opinion, even if their opinion contradicts the mainstream. For instance, when one of
the judges during a national competition asked students to justify using due process for terrorist
suspects, Cain explained that the students were able to argue in favor of due process and defend
their argument providing evidence from the Constitution and Bill of Rights to support their
argument.
Bill stated that the biggest challenge they face teaching this class is students’
dispositions:
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All the baggage they bring in the classroom, both good and bad. That part of socialization
that every student has for politics and environment. You come to any classroom with
certain dispositions, and so to be challenged in some way, you are challenging some core
aspects of your being, and that is a challenge because some students are very ready to be
challenged in that way and others can take a lot of time to think for themselves. In many
cases, especially after a month or two in the class when people have gotten used to the
idea of open discussions and choices, that we will allow the students to be the ones who
approach issues and then we can just simply balance or come to one side or the other. But
I think the most uncomfortable days are when something has happened, and the students
take it really personally, and there is a room-wide discussion going on two sides in a
heated and unproductive way. Especially because those arguments tend to be stupid,
meaning no reasons, it is usually emotional defensive decisions so, well, not argued, so
the hardest thing is to kind of let that play out and then return to it on another day.
Being used to one dimensional perspectives presented through the media and parents, Bill
described that when students first come to their class, discussing controversial issues like 9/11
and the War on Terror in the classroom becomes difficult. Since students are not used to being
challenged in their ideas and perceive this challenge as an assault on the core aspect of their
beings, they react aggressively to defend those ideas. This happens for a couple of months, then
students start getting used to the idea of different perspectives, acquire the trait of tolerance, and
start establishing their own opinions about issues.
Another challenge Bill and Cain face is the media. Cain told me that, “The American
media is described as an intellectual ghetto because it is heavily influenced by what the
government agenda is.” Cain believes that the American media is one dimensional and uncritical,
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a tool used by the government to influence people’s ideologies, opinions, and behaviors, and
help them adapt to hegemonic commonsense. He also argues that, “the majority of the American
people are uncritical of the orthodoxy and sympathizing with the political party that is out of
power.” Perceiving the majority of American people as uncritical of the biased perspective of the
media, government, and politicians, they fail to realize that the two political parties that are in
power, Republicans and Democrats, are two heads of one system. As a result, they fail to realize
that whichever party they vote for would not affect big change in politics.
Cain continued: “Personally I have noticed because of the mass media in terms of the
attitudes of the students come in when they start the class, I have seen students get angry.” Cain
describes students’ reactions:
Like their reaction to almost anything when they see divergent voices and they get
different information which they start making up their own minds. Often times they are in
conflict with what they hear at home or on TV vs. the research that is being done that
shows them another reality. Over the years, I have seen students that get angry but that
are very hungry to find out what the truth is. It seems once a student starts developing a
taste for what is really happening, and then it is kind of like the doors of perception start
opening. It is very powerful. They get hungry for more information; they wanna know
what is going on. They don’t care for Fox News or CBS. They wanna know really what
the facts are and what it means to them based on Constitution study.
In Cain’s opinion that, “in terms of coming out of public school and the students being
equipped to evaluate what America does in the world and how it acts is at the mercy of the
media,” Cain stated that the media influences his students shapes their ideas and opinions about
the world, so they get angry when they hear different opinions on issues that involved “the
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unfamiliar other,” particularly about 9/11 and the War on Terror. Therefore, the media presents a
challenge for critical teachers and educators who strive to help their students achieve critical
consciousness and identify the works of hegemony and power in media representations.
However, once they start realizing the truth, students develop more hunger for investigation and
knowledge. Bill joined the conversation:
For the last couple of years, my impression is that the kids are sort of floating back into
general support of the system. These things are happening in Iraq, Afghanistan, and
wherever American forces, people there are very aware of what the Americans are doing
but not the Americans themselves. So, we don’t get much reporting on that. However, as
these reflect policy decisions of Washington DC, we follow those and then have the kids
explore them. But in terms of the general student population, what an ordinary
government class would do, maybe not so much anymore.
Bill explained that the United States foreign activities are visible to people from societies
in which America exercises military and hegemonic power; however, these overseas activities
are invisible to the American people because the media does not reveal such information to the
public. Nevertheless, if American activities overseas generate decisions in Washington, then
critical students start investigating the issues and become critical of the American empire’s
activities overseas and the media coverage of such activity.
Over the course of the War on Terror, Bill and Cain were able to “bring in, for example,
all that literature, bringing the students aware of the violations of individual rights or violations
of executive power and Congress not being able to check on variety of things; it just all depends
on the topic.” Bill and Cain go over some court decisions that pinpoint violations on the basis of
the international law and based on America’s highest traditions. They show students every
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statement in the Constitution and the Bill of Rights and examples of how some people applied it,
some people critiqued it, and some of the government violations, which helps students to easily
formulate their own opinions:
For example in relation to torture, if we got a specific torture poll on an unusual
punishment question, we would go back to some of the history of the landmark cases and
see where was the court coming down on this: how did American judicial policy towards
rights protecting one against cruel and unusual punishment develop, were there different
cases developed on torture, how did they happen and what did the court say? Seeing
where the arguments are, the students just respond to the complexity. Faced with those
judicial and practical social realities that brought the case in the first place sometimes,
their sympathy is opened out as well on an issue like that for the War on Terror related
things and torture on Guantanamo, which has been a very intense issue within the United
States. It was harder for the kids initially to identify with because they are people outside
the United States, so that raises the question of their citizen rights: What are human
rights; then how seriously we take human rights? Not only from outside the United States
but in some cases Muslim or other religion, which is defining the other in a certain way.
So, what does our Constitution say about this, and more importantly, what are the ideas
behind that, why do we have these rules to protect diverse religions and minorities? So,
the questions would get into civil rights law, would get into Constitutional law on
religious diversity and protection of religious freedom and issues of due process, what
kind of trials, what people? So, it is almost like the universal topic, I think.
Since discussing 9/11 and the War on Terror involve Muslims and non-American
citizens, the students had an initially hard time identifying with them due to unfamiliarity.
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However, Bill and Cain notice that, as the students start reading, they develop understanding that
torture is not a correct path to achieve a common good. Particularly, they notice that their male
students start being liberated from the grasp of fantasy and popular media and begin to confront
the reality of torture. Also, they start to understand “what's the constitutional background on that,
the appropriate role of the courts in terms of defending rights, and we have had over the course
of the War on Terror some wonderful magnificent court decisions saying you can’t do that based
on the international law and based on the highest traditions of America as a country,” Bill said.
In 2011, Bill and Cain had their first Muslim student, an Iraqi refugee girl who, as Cain
described her, has “experienced heavy duty things.”. Bill and Cain seized the opportunity and
asked the Muslim student to share her experience and opinion about a lot of issues. They noticed
that “she came to class with pre-conceived notions about a lot of issues” including the War on
Terror. Bill explained:
She came into class with pre-conceived notions on a lot of things. Learning about the
political science on the issue of the War on Terror and 9/11, being a Muslim American
young woman, were really new things to her and challenged her in a lot of ways.
Having a Muslim student in the classroom was a fascinating opportunity for Bill and Cain since
she has different views from typical United States students “with a particular mindset. What she
experienced as normal growing up in Iraq isn’t like that here,” Bill said. However, Bill and Cain
also had preconceived notions about the student’s culture and way of thinking. Bill mentioned
that even though the Iraqi student wants to go to college, her family does not want her to
continue her college education. Bill and Cain asserted that they encourage the girl to go against
her parents and pursue her higher education. Indeed, they perceive the U.S. educational system
and their class as a site for the Iraqi refugee girl’s liberation from her backwards family.
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Students who graduate from this class become interested in pursuing a political science
career. Bill and Cain confirm that their teaching will constantly evolve as the political context of
the United States changes and as they experience new students with different backgrounds and
dispositions in their classroom. Their curriculum is flexible because it is based on questions sent
by the competition on current events as well as new court cases. However, they stated that,
although 9/11 and the War on Terror continues to affect Americans lives, they are surprised that
these topics are not included under NM state standards. I recorded Cain and Bill’s debate about
whether or not including these topics in state standards would be a good idea and how teachers
can approach these topics.
Cain: I would be curious to read your results, too, especially if you are talking to different
civics social studies teachers. I suppose we are going to end up being unusual and not
exclusively unusual, but the vast majority would not tend to be objective when dealing
with such issues, rigorously trying to push the students.
Bill:

The idea of institutionalizing 9/11 struck me as horrible because it will be turned into
some type of quasi public religious event, at least now. I mean 40 years after the
Holocaust, to be able to look at it objectively. I don’t think political majorities are there to
look at 9/11 objectively. But this is one of the reasons I was using religion in the sense of
public religion rather than a theology, simply in kind of exercise and thinking patriotism.

Cain: I would have to disagree with Bill and he is my colleague. I think if you were to do a
subset of research about intolerance against Muslim Americans as a result of 9/11, I think
that evidence would be compelling to think about 9/11 and put 9/11 on their standards.
Only because a lot of people thought that the Holocaust didn’t exist, and so with that as a
curricular objective in state standards, it can’t be forgotten about theoretically. If it were
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the curricular objective just with 9/11 item, I don’t think that we would necessarily get to
the intolerance part in terms of the way that state standards are concerned.
Bill:

I wish that they would! And the idea of a wider unit of intolerance and that 9/11 would be
part of it. We look at 9/11 and we look at Arab Americans after 9/11 and compare it to
the Japanese in camps and compare it to the Civil War and the violations of civil liberties
and civil surveillance as well.

Cain: As part of the bigger unit, I think politically that would be workable in the United States
but there is still too much I think - I am thinking nationalism and reluctant by politicians
to look at the wider issues of justice. Is this a social justice orientation?
Cain: That could be very publishable. I would think that this would be something that a lot of
people wanna read.
Bill:

And my attitude gets categorized under fears around tyranny of the majority; that here is
something that would be valuable but given the wider social currents and the character of
our majority and democracy now, it’s not something we can still talk about in a balanced
way in wider groups. But the topics need to be brought up. I am concerned about
formalization at a premature…

Cain: Would be interesting if you interviewed different people with strikingly different view
points; teachers that are veterans that may have similar view points.
Cain: But I observed in the Egypt revolution, for example, how the media is used so that the
government can control what people think. The interesting thing about our situation is
that it is not unified. We have a corporate media, and it seems like there is more of a
consensus agenda rather than an opposed agenda from a single small group and some of
that. I am not sure because it would be a point for socio-logical analysis to try to find out

244

because to a large extent they sell what the people would buy and the people buy their
country is good, their country does good overseas. We are always intending well. We
believe in democracy and that is what the media in rear back has in relation to news and
in relation to critical opinions. So, it is hard to be a libertarian like Ron Paul, very right
wing, very outside the mainstream, but it is hard to be Noam Chomsky; meaning that
they have got their groups that follow them and listen to them with great attention but in
terms of breaking into the main stream its - there is criticism right there and that is tragic
because it means the wider issues of our news in the last 30 years yielding more to
entertainment.
Bill and Cain were surprised that 9/11 and the War on Terror are not part of NM state standards
(http://www.ped.state.nm.us/standards/Social%20Studies/Social%20Studies%209-12.pdf). Bill
thinks that including 9/11 in the curriculum isn’t a good idea since currently people perceive,
interpret, and understand the event from the irrational perspective of patriotism. He argued that
it takes time to reflect on the event and examine it in an objective manner, as it took almost forty
years to perceive the Holocaust objectively. However, Cain disagreed with Bill that people need
to wait that long to discuss a critical issue as 9/11 attacks and the aftermath; however, he
suggested developing a wider unit regarding intolerance towards Muslim and Arab Americans
after 9/11 and that 9/11 would be perceived more objectively from a social justice perspective.
They also suggested comparing Arab Americans after 9/11 to the Japanese in internment camps,
to the Civil War, and the violations of civil liberties and civil surveillance as well. They believe
developing such a unit might be workable but might face resentment from politicians who try to
overlook social justice issues. Such projects will be confronted with mainstream resentment
because the media became focused on entertainment rather than presenting real critical issues.
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Cain compared the government’s media usage in the Egyptian revolution to control people’s
minds and thinking to the media coverage in the United States. He knows that big corporations
seek to indoctrinate people into common sense ideology through the media, but he isn’t sure
about how they coordinate a consensus agenda. He believes that the media presents what people
want to hear; so, in a way, the media is a reflection of the society, and the people want to hear
that they live in a democratic society that is loved by the world and they would resent hearing
otherwise.
Themes.
Several themes emerged Cain and Bill’s interview regarding their pedagogies: (a) they
teach about 9/11 and the War on Terror through a course linked to a national competition about
the Constitution; (b) they use critical pedagogy so their students graduate from their course with
a real sense of the world; and (c) they develop in their students critical skills that allow them to
research a topic from multiple perspectives formulate opinions and build intellectual arguments.
Mostly Cain and Bill’s students study the constitution, examine how it is used and applied by
following cases that are argued before the Supreme Court, and then follow the decisions on these
cases. 9/11 and the War on Terror are discussed among many political topics that involve
judicial, economical, and even social aspect.
About George.
George is a Catholic White male about 60 years old. He is a 9th-11th grade social studies
teacher at Patria High School. He explains that his school is named after part of the royal road in
colonial New Spain that went from Mexico City to Santa Fe. The theme of the school centers on
the diverse and blending cultural history of New Mexico including: the Spanish Iberian diaspora,
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Spanish colonial presence, and local Native cultures, as well as the arrival of people of European
and African ancestry. The school intends to have students study all of those components and how
they impacted the development of the state and, in turn, how the state has influenced cultures
beyond its borders.
George’s Pedagogy.
George teaches New Mexico history to 9th graders, world history to 10th graders, and US
history to 11th graders. He does not use a specific textbook to teach his classes. He explained
that he had previously worked as a Social Studies Department Chair and that he and the
department went through the textbook adoption process at their school. As a department chair, he
appointed each faculty member in the department to select textbooks for possible adoption for
economics, government, history, even some elective courses, like social psychology. George
based his selection on how the textbooks covered the Middle East, Central America, which was
bubbling and boiling at the time, and the Vietnam War. Other teachers had different criteria for
adopting textbooks as well as their own agendas. But, as a department, they settle on textbooks
based on general consensus. George said, “We had a number of textbooks that we have been
exposed to, and my inclination has been to pick and choose certain sections from textbooks and
to not burden my students with any particular textbook.” George likes having a variety of
textbooks so that his students compare the coverage of topics. However, when George finds
particular textbooks worth keeping, he would order more of the same book or make photocopies.
Generally, George does not approve of the way textbooks handle a lot of issues. George
explained:
It was more than just selling a textbook, it was selling a worldview, and I learned about
the politics of the textbook committees. Government education in the State of Texas and
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State of California, those are pretty much the two states that drive the textbook industry
by virtue of their populations and the power of their textbook committees we are in luck.
In some cases, its a view that I can’t support. But, in many cases, it is just a political and
its just watered down as to be non-engaging. When I give to the juniors and seniors
especially, and I am trying this with sophmores alot too, I would rather read them
something that is more polemical, and I would like to see a textbook that involves
presentations from more than one side and having them diametrically opposed and having
students learn how to recognize techniques of propaganda and persuasion.
George believes that textbooks encompass particular ideologies delivered in a way intended to
indoctrinate students. In many cases, the ideology is a political view that does not match with his
beliefs or sometimes the textbook is disengaging. George prefers to use a textbook that presents
different competing and contesting perspectives to help students uncover the works of hegemony
and propaganda (Apple, 2004; Freire, 1970). In order to rupture the ideological hegemony
presented in the textbooks, George uses a particular textbook as an example to reveal to students
the workings of propaganda and underlying agendas.
One of the books that I really like to use is called Inside Politics - the passage about the
Palestine/Israel question is a great example of what I call card castle or card stacking
wherein they offer theoretically two different points of view and yet the selection that
they choose, the students have to look in the small prints at the bottom of the page that
people published in Tel Aviv and that the Palestinian spokesperson, their presentation is
so laden with hatred and resentment and negativity; whereas the Israeli perspective seems
to be magnanimous and peace loving and you go “wow, here, we presented both sides
here.” I want students to learn to recognize it – no! This isn’t up fair even though you did
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present both sides that are opposing, you stack the deck!
George compared a book’s presentation of the Palestinian/Israeli experience to a card castle, it is
easily blown over under the guise of providing both points of view. So, even when there is a
textbook that pretends to be fair and balanced, there are underlying agendas. George is a critical
educator who was able over the years to identify hegemony and distinguish between real and
biased information. He understands how selective tradition favors certain information, meaning,
and understanding and presents them as legitimate knowledge, even commonsense, while
omitting other perspectives, meaning, and understanding deemed unimportant. George follows
the state standards but chooses resources based on particular criterion:
I pick a passage in a textbook for a unit that I have developed, particularly suitable for my
students with regards to reading level and engaging rhetoric and fairness. But the other
criteria that I use at times, especially when we have a class set on something that I find
particularly objective and that what I have I don’t think was a particularly good source. I
have to expose the students to other sources and then have them, once they have a body
of knowledge and have been exposed to the writing perspectivesI would like to have
them then critique the textbook’s treatment of the same subject matter and encourage
them to write assignments where I asked them to write to the publisher of the book and
tell him what they like about the coverage and what they think and make suggestions for
improvement.
George exposes his students to diverse perspectives by selecting certain sections from textbooks
and exposing them to other sources based on their reading level to help them identify hegemony
and develop their own perspectives. George takes his teaching a step further: he encourages his
students to write a critique to the publisher about the textbook contents after they have analyzed
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them, which helps students develop critical thinking and opinion formation skills. George
proudly told me that he believes he is a good teacher because he helps his students develop
critical thinking skills:
I think if you were to ask any of my students: ‘What did you get from textbooks in
George’s classes?’ I think probably most of them would say nothing, but those who
would say something and would have thought about this would be able to tell you, ‘Well,
I have learned how to be a critical reader or come closer to it’. I think one of the best
compliments I ever received was from a student at an assembly at Hills High School: ‘He
taught us how to teach ourselves, how to become active lifelong learners.’ And she said,
‘I will remember these things a lot more than I will remember any particular study or any
particular global event.’So, I let that be a further motivation for me to focus on doing just
that on my part.
George confirmed that since the school has a diverse population and has a bilingual
Spanish program, a key component in the curriculum he delivers is developing students’
“perspectivism.” He defined perspectivism as: “Recognizing, understanding, and respecting
different points of view”. A diverse classroom means that students’ experiences are different and
the prior knowledge, ideologies, narratives, and cultures they bring to the class are different as
well. George’s pedagogy is framed around the notion of recognizing that people have different
perspectives and respecting that, which he believes requires certain skills. He also asserts that
deconstructing hegemony in selective tradition helps students to identify sterotypes, and he
teaches his students those skills so they will respect people different from them. In his opinion, if
students learned how to deconstruct propaganda, they will not be influenced about how to think
or treat other people and, therefore, achieve perspectivism.
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George worked at Hills High School prior to working at Patricia High School. He was
teaching a US history class there when 9/11 happened.
We pretty much aborted our unit of study and immediately began to look at the events
surrounding 9/11 and with a critical eye to deconstruct some of the propaganda that were
dominating from a variety of sources. And it started with the announcement from our
principal who paraded president Busch's statement to the nation that they did this because
they hate our freedom.
George took this event as a teachable moment to develop students’ critical thinking skills and
engage them with a topic happening on the spot. George is an experienced teacher; he
understands how to seize the opportunity of a teachable moment like 9/11. His intellect did not
accept the principal’s or President Bush’s reasoning for the attacks. He said. “We use that as a
spring board into looking for other explanations other than the simplistic explanation of the
president.” George introduced the concept of cause and effect to his students. To determine the
cause, the students had to answer: why did 9/11 happen? On the other hand, to investigate the
effect, the students had to answer: what happened as a result of the cause? George said . “Any
time something big happens in personal life or in public life, if we want to learn from it, we
should always look for more than one cause. We should never be satisfied with simple answers
to complex issues to problems.” To get the concept closer to his students’ lives he had to relate it
to a real life example:
Like someone who is in a job or the rupture of the relationship. Well, some people may
say, “well, it is because he drinks,” doesn’t that beg the question: is there not other
couples who stay together while one of them has a drinking problem? What is different
about this situation: the relationship is ruptured. There must be more to it than he drinks!

251

George’s quote indicates that he tries to get his students to identify the connection between
personal and public life and their connectedness to a phenomenon such as a revolution, war,
migration of people, or culture clash. George tried to develop a Freirean (1970) notion of critical
consciousness based on analyzing what seems to be common sense through conducting historical
analysis and interpretation.
Maybe this particular history cause this to happen, and this is as a result of this, this
actually happened. On the Palestine/Israel issue you can look at that from a variety of
perspectives and notice if what we are looking to do is to cast blame, we have to cast
blame for that unfortunate development for world history in a number of places: in
European empires and events transpiring in Eastern Europe and events transpiring in the
Middle East, the Ottoman empire, and going back to Rome actually but more than one
cause. If there is cause and effect, there is cause emanate from a variety of places and to
understand how they dovetail together to produce some great phenomenon like the unrest
in the Middle East or 9/11, if you will, or the marine barracks in 1982-1983, you have to
dig deeper than just the rhetoric of politicians and look for a variety of causes. And if
there is cause and effect once again, there is that notion that there are a variety of causes.
George urged his students to apply notions of perspectivism and look for a number of causes
from different points of vie and then to examine the effects. In order to examine the causes of
9/11, he encouraged his students to look at history as a continuum and try to bring the past into
the present to make better decisions for the future. George argued that:
Understanding of the past helps people to make sense of this dynamic and complex world
that we live in to make better decisions for the future. Especially if, as we are told, we are
members of a democratic society, we actually do have some kind of power and some role
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in decision making in public life as well as private lives. We personally are trying to get
the students to see the connection between developing these thinking skills, the benefits
of developing this critical thinking skills in private lives as well as public lives.
George is trying to develop this idea of critical consciousness at two levels: one presented by
Bloom’s taxonomy (1958): developing historical analysis and interpretation that is ranked as
high intellectual order on Bloom’s Taxonomy, being able to look at a multicultural causes of a
particular event and how complex it is in terms of the effects. Further, however, he is not getting
used to probe into what happened in terms of 9/11 and also all the events that led up to 9/11.
George’s attempt initially failed as he found students’ attentions focused on the horrors of
the current moment and therefore unmotivated to discuss the causes. Thus, instead of ignoring
the students’ feelings of sadness over the lost lives, George engaged them in the topic by
investigating and analyzing what was happening at that moment. Later in the year, George
brought in discussions about 9/11 and the War on Terror while teaching other units in the
curriculum and the standards. He described these experiences:
In that case of a unit, but we kept coming back to it when we went to study World War 1
and World War II some of the struggles for creation of true nationhood and sovereignty
in Middle Eastern countries in the wake of World War II. So, it does fit neatly into
studies of other units because they are connected and at that particular time, we focus on
that as a unit, but then we kept trying to draw these links, those cords to the past as we
studied that issue. But also later issues that succeed that, such as the United States leading
the charge into Iraq to overthrow Saddam Hussein and attacking Afghanistan and
overthrowing the Taliban, always looks to cords to the past and links between different
regional developments.
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As a critical social studies teacher, George taught about 9/11 and the War on Terror by showing
his students that the past is connected to the present and that indeed there is a connection
between units. For example, he discussed the historical cord that connects World War I and II
with the Middle East and corresponding issues of nation formation, sovereignty, and the United
States’ interest in the region. Then, he showed his students how these issues are linked to 9/11
attacks, the War on Terror, and contemporary incidents that connect to the United States invasion
of Iraq, toppling of Saddam Hussein, attacking Afghanistan, and overthrowing the Taliban. Even
though George never had Muslim students in his classroom, he met and interacted with other
Muslim students at school.
George explains that the Vietnam War caused his intellectual and socio-political
conscious awakening in that he was able to reflect on his experiences with the Vietnam War and
the great losses that came with it and compare government transparency then and now with the
War on Terror in terms of media coverage and democracy. George said, “I think that the
establishment has learned…how to undermine peace efforts and antiwar efforts without crushing
skulls and arresting a lot of people, and you know the corporate media has a lot to do with that.”
George refers to hegemony by which the government rules subordinate groups by the implied
means of power rather than direct military force (citation). The government maintains hegemony
partly by convincing the public that there is a free flow of information when, in fact, it is
selective information. George believes that the government learned from the Vietnam War how
to use the media to maintain mass support for the war and the troops throughout the war period.
He observes how the media has to become selective on what to present and what to conceal in
order to maintain control over people’s ideology and consciousness that George described as
being “numbed.”. George elaborated, saying:

254

For them to say that, ‘wow! No, we will actually make sure that you have a free flow of
information from operation Iraqi freedom. We are going to embed journalists - right there
with the troops so that you would know everything exactly as it was happening.’ Well, of
course, all of those reports were censored. Every viewpoint that you get is down the
barrel of the US garner cannon. I mean and that's reported to be balanced because a lot of
journalists who are totally hamstring in what they are allowed to report. It’s just part of
the sham of free-flow of information, its being poised upon the public.
Even though the government promised transparency in reporting what the troops were facing and
what’s happening on the war grounds, however, the government carefully selects the information
it presents to the people. George realized that free flow of information during the War on Terror
was a myth that the government propagated to convince people to support the War. George
continued:
Especially while official sources of knowledge when confronted with analysis that
begged study of mistakes in the past by US and other empires, they were inclined to
dismiss all that as well. That past history is not part of what we are dealing with now.
Okay, and of course, I don’t think they want people to understand fully the history of the
US Empire, or the history of the British Empire, or the history of the French Empire. Of
course, they want people to know about the history of the Soviet empire and of Natcy
Empire, but I think the official knowledge discourages that type of analysis to the past
and connections to the present. You know the historians help us make sense of the past
and help us see how it illuminates our understanding of the present to drag that past into
the present, as I said, and help us make better decisions in the future.
George indicated that the right wing’s dominant ideology and rhetoric selects and separates
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historical events in order to prevent the masses from seeing the connections between the past and
the present and the local and the global. George thinks that the selective tradition both in the
media and education helps the government’s endeavor.
George maintained that the selective tradition in the media and educational textbooks is
important in establishing and maintaining a strong sense of national identity and pride, especially
since revealing certain information about the United States’ activities according to George
“would put the interests of the country at risk”. George gave examples of issues if discussed
would bring risk to the country such as the genocide of Indigenous peoples in the U.S.,
Guatemala, and other places around the world. George’s thoughts regarding the free flow of
information indicates that it is equally risky to report transparent information about the War on
Terror because this might lead to lack of support for the war and put the country’s interests (or
the elites of the country’s interests like the military industry, petroleum industry, or building
industry after the destruction of infrastructure) at risk. In that sense, selective tradition and
official knowledge play important roles in school curriculum for the purpose of developing
patriotism and supporting the war. However, George sees ways to achieve greater
democratization and free flow of information. “But of course, we have enemies in that endeavor
and the enemies became much stronger since Vietnam to me is one of the negative outcomes of
that war,” George said.
George acknowledged facing the challenge of which resources to select from and teach
about the topics in a fair manner:
The newspaper was just full of articles. We had two newspapers at the time, one that I
consider center right and the other one far right, but both of them incorporated critical
commentary on decision making not in a balanced way, but you could find things from a
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variety of points of view. So, the challenge was not getting material but getting material
that’s not biased, that's for sure.
Therefore, finding appropriate resources challenges teachers who want to teach about 9/11 and
the War on Terror.
George explained that he would teach about 9/11 and the War on Terror differently next
year. Since the students he is currently teaching were young during 9/11, he will allow them to
share their memories about the event. By doing so, George includes students’ dispositions as part
of his pedagogy of 9/11 and the War on Terror. Additionally, George mentioned that:
I think almost immediately people knew about the Patriot Act and knew about the
inconveniences in travel. But the other ripple effect with regards to foreign policy, they
knew that the United States invaded Afghanistan the next month but to see the
connections between what happened there and what happened a year and half later in
invading Iraq and then to connect these things to what happens with other regions and
other parts in the Middle East as well as Latin America. There is just so much more to
deal with, our studies in the past impacting what happens most recently and then
projecting into the future.
George states that the more the event of 9/11 fades from memory, the more the analysis of what
had happened that day becomes clearer. George mentioned that 9/11changed life nationally and
globally. Nationally, the Patriot Act limited civil liberties and caused struggle in travelling.
Globally, the War on Terror and the United States’ wars against Afghanistan and Iraq were
among the aftermath of 9/11. George believes that analyzing these events and examining how
they and future events are connected to 9/11 sheds light on what happened that day.
George would also address with his students the impact of war on the lives of the
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returning soldiers in terms of mental illness and suicide rate. Regarding the returning soldiers
from Vietnam War, he says:
Somewhere between 30 and 40% had issues with the law, with mental illness and now, to
me, that is an extension to that same study. What happens here in the suicide rates has
proliferated with recent wars–suicides in the theaters of war and at home after coming
home and finding life away from the war irreconcilable with life and their memories
during the war. They have always been difficult to peace life after the war and are cured
from the madness of war. Why does it seem so much more of a problem now than it was
with past wars? Because the issues are a lot more complex and maybe it has something to
do with the nature of warfare, too. That is worthy of study for sociology and sociology of
war.
George asserts that his biggest challenge discussing 9/11 and the War on Terror is
students’ dispositions, particularly when students take violent measures in reaction to events
broadcasted on the news media or as a sign of intolerance to other perspectives or other positions
and attitudes adopted by students or teachers. For example, George narrated that:
There were some RLTC students enrolled in the military program of our high school who
were not as educated as they are trained. There were some reported incidents of verbal
abuse towards Muslim students, but the school tried to make the faculty aware of the
things that were going on and, as far as I know, it never got to the point of a physical
confrontation. I have seen some things written on the bathroom wall, using obscenities
and stereotype images, especially the boys’ restroom, and they didn’t just target Muslims,
they targeted France for their opposition of the Iraq war, and they targeted teachers’
bumper stickers, so there were some backlash.
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Parents’ disposition is another challenge for George. George experienced frequent
disenrollment of students from his classes after speaking to parents. He said, “and just saying
‘we respect your opinion, but we want our kid out of here’ and they were, of course, military
families.” Another student was colonel’s daughter who disenrolled her from George’s classroom
because he didn’t like the discussions in his class.
Themes.
The main themes that emerged from George’s interview that summarize his pedagogy are
as follows: (a) he develops in his students what he terms as perspectivism; (b) he teaches his
students to recognize, understand, and respect different points of view; (c) he exposes his
students to multiple resources and developes his students’ skills to recognize propaganda,
uncover hegemony and develop their own perspectives; (d) despite that he teaches 9/11 and the
War on Terror as current events, he encourages his students to conduct historical analyses and
look for multiple causes from multiple perspectives for the events of 9/11 rather than accepting
simplistic explanations for complex issues.
Cross-Analysis
A cross-analysis of teachers’ pedagogies demonstrates diversity among teachers even
though they teach the same topic of 9/11 and the War on Terror. Their interviews highlight their
different approaches, resources, and curriculum recommendations. However, some of their
themes overlap. The three overarching themes that emerged from teachers’ collective interviews
are:
1. Teachers’ approaches to teaching about 9/11 and the War on Terror are based on their own
perceptions of the events, and their perceptions of students. They share the notion that it is
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important to expose ther students to diverse resources to deconstruct hegemony and selective
tradition and achieve critical education (Freire, 1987), yet some of them are faithful to one
dimentional educational textbooks. This in turn does not allow them to counter Islamophobia.
2. Teaching about 9/11 and the War on Terror is fraught with controversy.
3. The teachers in this sample value teaching about 9/11 and the War on Terror but are still
exploring how to do so.
In this section, I draw on Linda, Patrick, George, Cain and Bill’s interviews to examine
the above themes. I situate the findings among relevant literature.
Theme 1: Teachers approach to teaching about 9/11 and the War on Terror.
All five are teachers of US history; they teach classes that discussed important historical
events that have shaped American society and culture, including the War on Terror and the
events of 9/11. Only Cain and Bill did not follow New Mexico state standards because they
followed the rules of the national competition, while Patrick, Linda, and George followed New
Mexico state standards. Since 9/11 and the War on Terror were not included in New Mexico
state standards, they did not teach these topics as a unit. Scolars such as: Apple (2004); Hewitt
(2006); Journell (2009); and Sleeter (2005) argue that state standards are a social construction
intended to create a national identity through different treatment of groups in terms of inclusion
and exclusion. Therefore, the content standards are usually presented as scholarly consensus on
knowledge essential for students to learn. However, presenting standards this way hides
ideological selection of knowledge to serve specific agendas. Indeed, Hewitt (2006) confirms
that “The American curriculum is constructed to Americanize, to create an American ideal”
(p.66). Focusing on Judaic-Christian European cultures in the state standards sends a message to
teachers and students that groups whose histories and cultures are not included are not
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considered an integral part of society (Apple, 2004). Therefore, teachers do not feel obligated to
address issues and concerns of such groups (Journell, 2009). This means that, if discussing 9/11
and the War on Terror requires addressing issues concerning Muslim Americans, then these
issues become less important for teachers to address. Patrick explained that, “we have not gotten
to formally study about 9-11 and the War on Terror - mostly its time!” Journell (2009) believed
that standards ignore elements of diversity and focus on the selective tradition, which is designed
to limit teachers’ time and the subjects they can teach. Therefore, teachers make curriculum
decisions based on state standards. Especially considering the factor of time, teachers would be
more motivated to cover a big chunk of state standards before the end of the year and would be
reluctant to discuss any information outside the standards.
According to Patrick, deciding what to include in the curriculum is a matter of
prioritizing in terms of the time available and the degree of importance. So, if the teacher does
not believe that talking about the War on Terror and 9/11 is important and they don’t have time
to teach about it, they will never include them as part of the curriculum. The standards include
some detailed information as a guide for teachers on what to teach. Not including 9/11 and the
War on Terror in the standards makes it difficult for teachers to know what exactly to teach
about these topics (Hess, 2009). Teachers in the study teach about the topics as current events;
they discuss things that happen in the news. George expressed that he also does not teach them as
a unit, but he used the event of 9/11 to conduct a historical analysis on the causes and effects
surrounding the event and the aftermath. On the other hand, Cain and Bill do not face this
problem of what and how to teach about 9/11 and the War on Terror. They teach US history in a
course about the founding principles of the United States of America through the US
Constitution and the Bill of Rights. They don’t follow New Mexico state standards since their
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class is based on a national competition about the U.S. Constitution. Bill and Cain discuss 9/11
and the War on Terror in terms of issues of government laws, civil rights, torture, and rights for
non-American citizens. According to Hess (2009), discussing constitutional issues helps students
get deep understanding of the United States Constitution, how it is applied, and what the
government can or can’t do. She said that this knowledge is critical in a law-based society like
the United States. Therefore, in the context of the War on Terror, a focus on the constitution is
essential for Muslim and non-Muslim students to learn about their rights and other citizens’
rights so as not to violate them.
Teachers’ philosophies have shaped their selection of resources and the ways they teach
about 9/11 and the War on Terror. For example, Linda’s teaching philosophy is “you have to
look at all the things that we did wrong so that you can grow from those and learn from those.”
Although Linda wishes to teach her students about historical events that shaped the United States
history and influenced different groups such as the Japanese Americans during World War II,
she made it clear that her first priority in her class is to help students achieve success on the AP
exam. Thus, faithful to the AP curriculum, Linda explained that she does not teach a unit about
9/11 and the War on Terror because it is not included on the AP exam. They only covered a unit
about the Middle East historically and how it changed after World War I. However, Linda
discusses about 9/11 and the War on Terror as a current event, particularly at the end of the year
after the students have taken the AP exam. They discuss issues such as the Palestinian/Israeli
conflict, the Libyan revolution and the United States involvement in it, and other Arab
revolutions. According to Hess (2009), discussing 9/11 and the aftermath as current events
makes the topics informal since they are not part of the curriculum and allow Linda to be
selective in the topics that she discusses with the student. Linda does not assign readings for the
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students, “but sometimes they bring readings to discuss and sometimes they do presentations.”
Furthermore, Linda mainly uses the textbook The American Pageant: 13th Edition (2008) by
Mifflin, Kennedy, Cohen, and Bailey in teaching her AP course. Linda explains that this
textbook is commonly used for AP courses, but she advises her students to read it very critically
because it is one dimensional and “the writers are very highly historians from Stanford, as we
say are dead white men. So, they have a slant on history that is very traditional.”
Linda believes that the textbook is uncritical, one sided, and does not give students
feelings of sympathy for those who faced oppression throughout American history; the textbook
also undermines experiences of people of color, African Americans, Native Americans, Middle
Easterners, and women, and tries to present American history as a success story. Linda is among
the teachers who are uncomfortable with the idea that American history is a happy one like
Disneyland and unrelated to contemporary events (Kincheloe and Steinberg, 2004). She feels
that this is problematic and prefers reading textbooks that are based on real historical facts since
she sees history as a way to learn from mistakes and create a better future (Freire, 1970).
However, despite that using this textbook contradicts with her teaching philosophy, she still uses
it to teach the AP course while using another book by authors like Howard Zinn, a famous
revisionist historian that “presents history from the oppressed people’s perspective” to expose
her students to diverse perspectives other than the textbook supported by historical facts about
the United States history. Linda pulls at least three other resources from the Internet to find out
the truth about what had happened. By presenting different perspectives on history, Linda helps
her students acquire critical thinking skills within a democratic educational method that allows
for respectful discussions and tolerance of difference in the classroom (Hess, 2009).
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However, in terms of teaching about 9/11 and the War on Terror, Linda does not follow
the same philosophy of learning from historical errors or expose her students to diverse
resources. Linda described that she dispels myths about Islam and Muslims and gives examples
of other groups who have committed terrorism and have not been called terrorists. She states that
her students believe that “9/11 was our opportunity to become world leaders in a peaceful way
and it was our opportunity to actually say to the world ‘this is wrong and this is not how we do
things and we should be more civilized than killing innocent people.’” Linda’s students believe
in the power of dialogue and communication to achieve democracy just like Freire (1970), who
asserted that only through communication can people achieve solidarity “because only through
true communication, can human grasp meanings” (p.77). However, Linda addresses 9/11 and the
War on Terror as current events if time permits at the end of the year. If students do not have
time the topic might not be discussed at all. In this case, students will never learn from errors that
happened during 9/11 or its aftermath. Further, they will never be exposed to diverse
perspectives on the topics. In that case, Islamophobia and discrimination against Islam and
Muslims might not be discussed and will persist in society.
Additionally, although Linda seems to reject the ideology that all Muslims are terrorists,
she believes that Palestinian people are either terrorists or violent. Ignorance about Islam and
Muslims together with media misinformation prevents teachers like Linda, students, and the
American people from knowing that Islam as a religion forbids violence, which means dedicated
Muslims do not perform violence by either their hands or their tongues (Al Ghazali, 2003).
Islam is a religion that protects people’s lives, properties, and even emotions and saves people
from committing or receiving violence. Therefore, knowledge about Islam becomes essential if
the teachers’ intention was to teach the students critical education about 9/11 and the War on
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Terror or confront Islamophobia. According to Kincheloe and Steinberg (2004), teachers need to
educate themselves about Islam and Muslims and the true historical relationships between Islam
and Western/Christian societies in order to properly educate their students about what is
happening today to make better decisions in the future. Therefore, although Linda’s philosophy
that people learn from historical errors to correct their path in the future leads her to teach about
9/11 and the War on Terror, her ignorance about Islam and Muslims, faithfulness to the AP
curriculum, and her use of a specific one sided textbook limits her teaching about these topics to
informal discussions of current events and also makes her unable to effectively confront
Islamophobia.
Patrick had just finished his fourth year of teaching 10th grade world history, 11 th grade
US history, 12th grade government and economics, and special education at Sustantivo High
school. He teamed up with other teachers to teach inclusive classes (classes that involve
advanced and regular students). Patrick’s philosophy revolves around “helping adolescents
develop the desire and skills to make the world a better place.” His philosophy makes him
dedicate most of his curriculum time to teaching students about Gandhi as an example of a nonviolent independent movement and use a methodology that students can personalize. According
to Hess (2009), Patrick chose a perennial topic that is not limited to time and space, not
controversial and is more focused. Choosing such topics are useful for the students’ learning and
a way to engage them in deliberating. However, making a world a better place requires that
students become part of reality and make meaning of it in order to transform it (Freire, 1970). In
that sense, living in the United States in the context of post 9/11 and the War on Terror in which
government policies and the wars have changed and continue to change people’s lives in the
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United States and abroad require that students understand their experiences in that context to
improve their reality and make the world a better place (Freire, 1970).
In spite of the importance of teaching about 9/11 and the War on Terror to achieve such a
philosophy, Patrick confirmed that he does not teach about 9/11 and the War on Terror as a unit
due to the limited time during the year and his eagerness to complete the state standards before
the end of the school year. However, just like Linda, he informally discusses the topics as current
events and then links it to other units in the curriculum. For example, he describes to his students
the difference between Al Qaeda and the Taliban and the United States’ financial and arms
support to both groups during the Soviet occupation of Afghanistan during the Cold War. Patrick
also asked his students to record their reactions to particular issues in their journals, for instance,
the Afghan people’s protest in response to the burning of the Quran by Pastor Terry John of
Florida. He even gave examples to other terrorist groups like the IRA to show them that
terrorism isn’t new and showed students the commonality between Islam, Christianity, and
Judaism to dispel myths about Islam and Muslims. He also uses various resources and articles
from reputable websites like BBC and CNN to expose his students to known facts as opposed to
prejudices or misunderstandings about 9/11 or the War on Terror.
According to Hess (2009), these all might be considered controversial topics in which
Patrick allowed students to express their opinion and produce learning. However, discussing 9/11
and the War on Terror as current events make the topics informal and seem unimportant to the
students. He explains that sometimes they simply run out of time to effectively discuss the
topics. He also uses the Holt US history textbook, which is one of the textbooks analyzed in this
dissertation and found to be one sided and biased (read chapter 6). Furthermore, Patrick set
respect as the basis for discussion about controversial issues in his classroom; he is keen about
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discussing 9/11 and the War on Terror with his students as long as they are respectable.
However, as a new teacher, he hasn’t been successful yet in leading classroom discussions about
controversial issues in a respectable manner. Therefore, discussing 9/11 and the War on Terror
might not happen at all if the students persist with their disrespectful behaviors or if Patrick is
unable to establish effective classroom management strategies.
In sum, in spite of Patrick’s philosophy to help adolescents be the change they want to
see in the world to make it a better place, his approach to teaching about 9/11 and the War on
Terror does not allow him to achieve that goal. 9/11 and the War on Terror is discussed only as
current events and if time permits and students remain respectful and Patrick has not yet
developed effective teaching strategies to teach the topics, classroom management techniques to
help students discuss the topics in respectful manners, or even curriculum components that
would help him achieve his goal since he has not officially scheduled to teach 9/11 and the War
on Terror in the curriculum.
George is a 9th-11th grade US history teacher at Patria High School, which has a diverse
population and a bilingual Spanish program. A key component in the curriculum that George
delivers is trying to develop in his students what he terms as perspectivism, which he defines as:
“Recognizing, understanding, and respecting different points of view. Together with values
verification and skills and deconstructing propaganda and appreciation for multiple causation
and historical significance deserves critical thinking areas that are a part of every unit that I
develop and share with my students.” He also teaches his students to connect the personal to the
public life and conduct historical analysis and look for multiple causes from multiple
perspectives for 9/11 rather than accepting simplistic explanations for such complex issues as
revolution, war, migration of people, and culture clash. Indeed, Freire (1970) believed in
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understanding the local in relation to the global and transnational forces to fully understand an
issue. George tries to develop a Freirean (1970) notion of critical consciousness based on
analyzing what seems to be common sense (Apple, 2004) through conducting historical analysis
and interpretation. George had come across all the textbooks analyzed in Chapter 6 of this study.
He is a critical educator who was able over the years to identify hegemony and distinguish
between real and biased information. He understands how selective tradition filters certain
information, certain meaning, and understanding and presents them as legitimate or even
commonsense knowledge while omitting other perspectives, meaning, and understanding thus
deeming them as unimportant. Even when there is a textbook that pretends to be fair and
balanced, there are underlying agendas. Therefore, George selects certain sections from
textbooks and uses diverse resources to help his students recognize propaganda, uncover
hegemony, and develop their own perspectives.
As a critical social studies teacher, George taught about 9/11 and the War on Terror by
showing his students that the past is connected to the present and that indeed there is a
connection between the units. For example, he discussed with his students the historical cord that
connects World War I and II with the Middle East and issues of nation formation, sovereignty of
nations, and the United States’ interest in the region. Then he showed his students how these
issues are linked to 9/11 attacks, the War on Terror, and contemporary incidents that connect all
the above to the United States invading of Iraq, toppling of Saddam Hussein, attacking
Afghanistan, and overthrowing the Taliban. George encourages his students to look at history as
a continuum in an effort to bring the past into the present to make better decisions for the future
(Freire, 1970). George’s perspective is reflected in the following comment:
Hoping that students come out of such experience with the wariness of listening to
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politicians and a concern for trying to probe further any type of politician tries to offer a
simple explanation for a complex event or complex problem and to be weary of such
analysis and to realize there are in general more saddle cause to action.
Indeed, Kincheloe and Steinberg (2004) argue that, “without the benefits of historical context the
society is depoliticized, for all political positions involve particular historical interpretations”
(p.8). George agrees and added “especially if as we are told we are members of a democratic
society, we actually do have some kind of power and some role in decision making in public life
as well as private lives.” However, George makes it clear to his students that dominant groups
use the approach of selective tradition when presenting information about the past that shows the
past as separate, disconnected events to prevent the people from seeing the connections between
the past and the present and the local and the global (Freire, 1970). George explained that the
selective tradition both in the media and education helps the government in their endeavor.
The selective tradition is important in establishing and maintaining a strong sense of
national identity and pride since revealing certain information about the empire of the United
States activities would put the country’s interests at risk (Kincheloe and Steinberg, 2004).
George gave examples of issues that if discussed would bring risk to the country such as the
genocide of the Indigenous people, Guatemala, and other places around the world. Kincheloe and
Steinberg (2004) argued that the official knowledge in the United States approaches history as
isolated events, unconnected to one another. In that case, every event seems new and it becomes
hard to trace cause and effect and to learn from the past. George is a critical educator who was
exposed to a consciousness-awakening experience during the Vietnam War that made him able
to identify hegemony and uncover reality (Freire, 1970). He explained that it is hard to challenge
official sources of knowledge but it is a challenge he is willing to take to help his students learn.
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Therefore, in brief, George is aware of the United States’ imperial strategies and therefore
teaches his students to recognize, understand, and respect different points of view and, despite
teaching 9/11 and the War on Terror as current events. He teaches his students to conduct
historical analyses to investigate historical causes for 9/11 and the mainstream media,
educational textbooks, and governmental attempts to conceal such information from the public.
Finally, Cain and Bill’s teaching philosophy focuses on teaching students about the real
world, American values, tolerance, and developing their critical skills to deconstruct hegemony
and generate individual opinion about issues through dialogue and discussion (Freire, 1970). The
students start the course with the We the people textbook provided by the competition. The
textbook includes foundational as well as contemporary political and government information
that provides students with understanding of how the United States as a country is governed
today. Studying the constitution provides students with the foundations; socio-cultural, political,
and historical context; and law of the society in which they live. Furthermore, studying the
constitution offers students an understanding of civil rights and responsibilities towards the
country, the government, and other citizens (Hess, 2009).
The textbook includes basic as well as fairly detailed topics. The students gain greater
depth by conducting further research and answering critical questions given at the end of each
unit of the book. Cain argued that studying this information provides students with a basis to
understand almost any political topic: judicial, economic, and even social. Cain stated that the
textbook they use is unlike any other textbook: “the book is teaching students about tolerance
and indeed intolerance where a lot of books I don’t think necessarily do that.” Cain explained
that the book goes hand in hand with their teaching philosophy, which is: “we want students to
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be reading and finding things about the world, then coming in and talking to them, and then
coming in with their own conclusions.”
Cain and Bill are critical educators who believe that students’ learning depends on critical
education of the world based on praxis in which students investigate an issue through research,
thus gaining knowledge, then reflecting on this knowledge and dialoging about it with other
students as well as the teachers to formulate an opinion. Teaching this course helps Cain and Bill
achieve their teaching philosophy. Bill and Cain place their students in groups with each
specializing in a specific unit of the textbook and thus mastering knowledge about specific
aspects of the constitution. Discussing 9/11 and the War on Terror has been a major part of Bill
and Cain’s class. For example, one of the competition’s questions in 2004 was: “how would you
explain to one of the victims of the 9/11 attacks families who have people die and that why you
are so strong in terms of supporting due process rights for accused terrorists?” When answering
such question, students know that they are encouraged to have strong opinions but they have to
understand the other side so they prepare effective counterargument. Hess (2009) argued that
sometimes discussing the Constitution could overlap with discussing policy issues, which is a
broader topic that involves a broader range of arguments. For example, discussing the War on
Terror in terms of discussing the Constitution, as Bill mentioned, focuses on separate cases that
come before the court that can include torture, search and seizure, and how the court judged on
these cases. On the other hand, discussing the War on Terror as a policy could involve discussing
the consequences of the war and economic arguments, which involves a broader range of
arguments and resources. However, Hess (2009) maintained that, in some cases, understanding
whether or not a policy is Constitutional could be an important part of public policy discussion; it
all depends on the pedagogy of the teacher and the resources that teachers use. For example,
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students could attempt to understand the constitutional stance on the Patriot Act and then discuss
it as a public policy issue of how it affected American Muslims’ safety when worshiping in
mosques. This said, teaching about the Bill of Rights and the constitution is very important to all
students,’ particularly Muslim American students, to understand their rights and become able to
defend themselves using the law.
Generally, students in Cain and Bill’s class master the skill of argument; they establish an
opinion after understanding both sides of the argument in order to counter argue and justify their
opinion, even if their opinion contradicts the mainstream. For instance, when one of the judges
during a national competition asked students to justify using due process for terrorist suspects,
the students were able to argue in favor of due process and defend their argument providing
supporting evidence from the constitution and Bill of Rights.
Bill and Cain are aware of their students’ diverse backgrounds; nevertheless, social class
was never a category through which they perceived their students’ abilities and academic
achievements. Bill and Cain are aware that the diversity of the students in their classroom
generates interesting conversations and different perspectives on issues. With good leadership,
diversity is an asset to help students build tolerance, discussion skills, critical thinking, and
democratic values. In sum, Bill and Cain teach about 9/11 and the War on Terror in a course
linked to a national competition about the Constitution, and they use critical pedagogy in their
teaching so that their students graduate from their course with a real sense of the world.
The collective philosophies of the five teachers I interviewed indicate interest in critical
pedagogy in which they care about their students’ education of the real world, ability to uncover
the workings of hegemony and formulate opinions based on facts, build tolerance and respect to
others perspectives, and be the change they want to see in the world. In regards to teaching about
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9/11 and the War on Terror, their collective philosophies indicate their desire to confront
Islamophobia about Islam and Muslims, help their students understand the truth about 9/11 and
the War on Terror, understand the American Empire from perspectives other than the media and
educational textbooks, and develop tolerance among the students towards Muslims and other
people who differ with them in opinion and perspectives. Nevertheless, not all teachers in the
study were successful in achieving their teaching goals in regards to teaching about 9/11 and the
War on Terror. Their failures and successes are summarized in the following points:
First, according to Sleeter (2005), a teacher’s pedagogy is tied to his/her paradigm or
worldview. Linda does not teach a unit about 9/11 and the War on Terror because she tries to
teach her students about what will be covered in the Advanced Placement exam. Patrick also
does not teach a unit about 9/11 and the War on Terror because it isn’t covered in New Mexico
state standards. Such choices reflect their epistemological belief about the nature of knowledge
and reality. Linda and Patrick hold an absolutist belief about the standards and curriculum as
sacred and fixed as reflected in their choice of what is worth teaching. It is important for
teachers, particularly those working with diverse students, to reflect on their own beliefs because
this will help them to understand why they deem certain knowledge as truth and how this
influences what they teach. According to Freire (1989), “I cannot be a teacher if I do not
perceive with ever greater clarity that my practice demands of me a definition about where I
stand.”(p.93). In that case, Linda, Patrick and George’s approaches to teaching about 9/11 and
the War on Terror as current events might not help their students acquire critical education or
critical thinking skills regarding the topics because teaching about 9/11 and the War on Terror as
as current event instead of as a unit makes it informal education. Informal education is not
included in the structured curriculum; therefore, it may or may not be discussed based on the
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time available. Additionally, in comparison to the standards based curriculum, informal
education about 9/11 and the War on Terror signals to the students that this information is
unimportant (Apple, 2004; Journell, 2009) and biased. Therefore, students are not even required
to think about the topics or formulate an opinion, which, in turn, fails to generate critical thinking
skills about the topics or challenge Islamophobia and society’s misconceptions about Islam and
Muslims. In other words, if the purpose of discussing 9/11 and the War on Terror are to present
facts about the topics and alleviate misconceptions about Islam and Muslims, then teachers will
not succeed in doing so unless she/he included these topics as a unit in the structured curriculum.
Second, Patrick and Linda use specific textbooks, which Linda described as “dead white
men’s” traditional ideology that indoctrinates the students with a certain commonsense or a
certain way to think about and act towards groups of people including Muslim Americans. This
indoctrination, according to Freire (1970), transforms students from conscious beings to
containers to be filled by the teacher. Education thus becomes a depositing system in which the
students are depositories and the teachers are depositors. Freire (1970) called this the banking
system of education that allows students to only receive, fill, and store the deposits. However, in
order to help his students achieve critical consciousness and identify the workings of hegemony
(Freire, 1970), George exposes his students to diverse resources by selecting certain sections of
various textbooks that cover the same topic. For example, in order to rupture the ideological
hegemony presented in the textbooks, George uses a particular textbook as an example that
reveals the workings of propaganda and underlying agendas:
One of the books that I really like to use is called Inside Politics. The passage about the
Palestine/Israel question is a great example of what I call card castle or card stacking
wherein they offer theoretically two different points of view and yet the selection that
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they choose –the students have to look in the small prints at the bottom of the page that
people published in Tel Aviv and that the Palestinian spokesperson–their presentation is
so laid in with hatred and resentment and negativity. Whereas the Israeli perspective
seems to be magnanimous and peace loving and you go “wow, here, we presented both
sides here.” I want students to learn to recognize it – “no! This isnt up fair even though
you did present both sides that are opposing, you stack the deck!”
In the example George gave about the card castle in the selection on Palestinians, the “castle” is
easily blown over when the guise of providing both points of view is revealed. So, even when
there is a textbook that pretends to be fair and balanced, there are underlying agendas. George is
a critical educator who has been able to identify hegemony and distinguish between real and
biased information. He understands how selective tradition favors certain information, meaning,
and understanding and presents them as legitimate or commonsense knowledge while omitting
and deeming unimportant other perspectives, meaning, and understanding.
George follows the state standards but chooses resources based on students’ reading level
to help them identify hegemony and develop their own perspectives. He takes his teaching a step
further by encouraging his students to write a critique to the publisher about the textbook
contents after conducting analysis, which helps students develop critical thinking and opinion
formation skills. Therefore, exposing students to multiple resources balances out the
indoctrination process and helps teachers alter society’s misconceptions about Islam and
Muslims.
Third, education based on praxis in the form of reflection and action (Freire, 1970) needs
to be part of the daily structure of the classroom. For instance, Cain and Bill’s class provided a
practical application of how critical pedagogy could be applied in a classroom. The curriculum is
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structured in a way to put the emphasis on the students and help them acquire their own
education and skills to constantly practice opinion formation and decision-making (Freire, 1970;
Giroux, 2010). The textbook the class uses is technical in nature and focuses only on the
constitution and the Bills of Rights, which represents the law of the United States of America.
After studying the law, students receive questions from the competition to guide their opinion
formation based on their investigation of the topic and selecting their own resources to
understand all perspectives, formulate an opinion, and build an argument to justify their opinion.
In that sense, the students are involved in the process of acquiring education through
investigation, dialogue, and reflection, which is what Freire (1970) described as problem-posing
education that “bases itself on creativity and stimulates true reflection and action upon reality,
therefore responding to the vocation of persons as beings who are authentic only when engaged
in inquiry and creative transformation” (p. 84). Therefore, critical education needs to be
structured in the curricula.
In order for teachers to help their students generate critical thinking skills about the topics
and challenge society’s misconceptions about Islam and Muslims, teachers need to include the
topics as a unit in a structured curriculum and constantly expose their students to diverse
perspectives to become liberated from false ideologies presented by the media, standardized
curriculum, and textbooks. Doing so will help them to gradually formulate independent opinions
about issues and respect others perspectives and will engage the students in their own education
through investigation, dialogue, reflection, and opinion formation.
Theme 2: Controversy of teaching about 9/11 and the War on Terror.
All teachers agreed that the media is influenced by the government’s agenda. They raised
the issue of the media’s mis-information or non-transparency, which poses a challenge for them
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to teach against the mainstream. For example, Cain argued that, “the American media is an
intellectual ghetto because it is heavily influenced by what the government agenda is.” He also
argued that the majority of the American people are “uncritical of the orthodoxy and
sympathizing with the political party that is out of power.” This makes it hard for critical
teachers to swim against the mainstream and reject official sources of information. After all, as
Gramsci (1971) maintained, ideological hegemony operates through the economic order, which
creates categories and structures of feelings that saturate our everyday lives and a group of
intellectuals that legitimize those categories and make the ideological forms seem neutral. Linda
stated that all information presented about Muslims/Arabs and Middle Eastern societies in the
media is negative and refers to terrorism. According to Haque (2004), Islam has been presented
by the news media, TV series, and movies as an inferior religion to the West. Indeed, “both
within and outside the educational system, Islamophobia in America has become successful – if
not respectable” (Haque, 2004, p. 5). Linda and her students discussed that “President Bush used
the media to deceive the American people into going to war against Iraq for a false claim that
they posses weapons of mass destruction.” According to Freire (1970), the myth of a free society
and a free flow of information is one of the oppressors’ approaches to deceive the oppressed,
further alienate them, and keep them passive. “All these myths, the internalization of which is
essential to the subjugation of the oppressed, are presented to them by well-organized
propaganda and slogans, via the mass ‘communications’ media – as if such alienation constituted
real communication”(Freire, 1970, p.140). George believes that the United States foreign policy
including the War on Terror is driven by economic and hegemonic interests rather than support
for human rights and freedom. This is evident in the United States’ position on the Arab Spring
in which it seems to pick winners (Libya) and losers (Bahrain) in protest movements. Maira
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(2009) confirmed George’s speculations stating that Bush used the notion of freedom to launch
the “War on Terror to defend the American way of life, is marketed through the American
popular culture that circulates globally, and that freedom as a specific kind of choice was created
as an American nationalism” (p.157). The notion of freedom as a choice was important to
juxtapose other life styles represented as opposite and belonging to those who hate the United
States.
George also discussed the important role of the media’s selective tradition in helping the
government to gain public support to pursue such interests. The selective tradition is important in
establishing and maintaining a strong sense of national identity and pride since revealing certain
information about the empire of the United States activities would put the interests of the country
at risk. The selective tradition is evident in the US government non-transparency in reporting
information about the War on Terror, in comparison to their honest portrayal of the Vietnam
War, to maintain support for the war and troops throughout the War on Terror period. According
to Apple (2004), the rhetoric of the right wing dominant ideology is to select and separate
historical events in order to prevent the masses from seeing the connections between the past and
the present and the local and the global. As a result, Kincheloe and Steinberg (2004) argued that
many educators could not put the events of 9/11 and the aftermath in context because there is a
selective process surrounding certain events from history that “rationalizes particular dimensions
of the present” (p.17). They argued that educators should interrogate policy makers and try to
understand the historical context of Muslim-Western (Christian) relationships. Preventing people
from education and understanding reality, according to Freire (1970), is an act of violence. Freire
(1970) said: “Any situation in which some individuals prevent others from engaging in the
process of inquiry is one of violence. The means used are not important; to alienate human
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beings from their own decision-making is to change them into objects” (p.85). However, right
wing scholars consider the interrogation of government policies unpatriotic (Finn, 2002) versus
many left wing critical educators who consider criticizing a nation’s policies as patriotic since it
shows commitment to the nation and its steadfastness on its founding principles. According to
Apple (2004), “social criticism is the ultimate act of patriotism” (p.168). Maira (2009) explained
that, in the context of neo-liberal capitalism, “cultural consumption is linked to neoliberal
citizenship” (p.156) in which citizenship became limited to “consumer nationalism” and
citizenship rights are restricted to consumption of services and possession of property. In order
for teachers to liberate themselves and their students from the media’s influence, they should
engage critical education that helps students develop critical thinking skills necessary to become
aware of the hegemonic forces that control their consciousnesses. Indeed, Freire (1970)
explained that when people simultaneously reflect on themselves and the world, they increase
their awareness and start to clearly see previously unnoticeable issues. He quoted Husserl (1969)
stating that, “every perception of a thing has such a zone of background intuitions or background
awareness, if ‘intuiting’ already includes the state of being turned towards, and this also is a
conscious experience, or more briefly a ‘consciousness of’ all indeed that in point of fact lies in
the co-perceived objective background” (as cited in Freire, 1970, p.82). Thus, any issue that was
previously perceived as neutral or problematic nature surfaces and becomes more obvious. “Thus
men and women begin to single out elements from their background awareness and to reflect
upon them. The elements are now objects of their consideration and as such objects of their
action and cognition” (Freire, 1970, p.83).
Second, all teachers except Linda emphasized that students’ dispositions pose a challenge
for their teaching about 9/11 and the War on Terror. Students’ dispositions, particularly
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regarding controversial topics, could challenge constructive discussions and learning in the
classroom (Sleeter, 2005). The media‘s representations shape students’ consciousnesses and
influence their dispositions (Freire, 1970). Patrick’s biggest challenge as a new teacher is how to
lead his students into a respectable discussion about a controversial topic that helps them develop
critical thinking and tolerance skills. Even though George has taught for almost thirty two years,
he also explained that students’ dispositions remain his biggest challenge in teaching about 9/11
and the War on Terror, particularly when students take violent measures as reaction to events
broadcasted on the news media or as a sign of intolerance to other perspectives or other positions
and attitudes adopted by students or teachers. While teaching the topics, George faced angry
students unable to participate in a respectful discussion, verbal abuse to Muslim students,
damage to teachers’ cars, and negative material written in bathrooms. For example, George
mentioned that:
There were some RLTC students enrolled in the military program of our high school who
were not as educated as they are trained. There were some reported incidents of verbal
abuse towards Muslim students, but the school tried to make the faculty aware of the
things that were going on, and, as far as I know, it never got to the point of a physical
confrontation. I have seen some things written on the bathroom wall, using obscenities
and stereotype images, especially the boys restroom, and they didn’t just target Muslims,
they targeted France for their opposition of the Iraq war, and they targeted teachers’
bumper stickers; so, there were some backlash.
Bill and Cain had similar experiences to Patrick and George’s. Cain argued that when
discussing controversial issues like 9/11 and the War on Terror in the classroom, students are
challenged at the core of their beings because some students are ready to be challenged in that
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way and others can take a lot of time to think for themselves. Therefore, their reaction to
discussions about controversial topics like 9/11 and the War on Terror when they hear divergent
voices becomes challenging until they start making up their own minds. Often times, students are
in conflict with what they hear at home or in the media versus the research that is being done that
shows them another reality (Freire, 1970). Freire (1970) asserted that critical education “takes
people’s historicity as their starting point” (p.84). Thus, it views students’ disposition as a
starting point to perceiving reality and gaining knowledge. Students bring in prior knowledge
and relate their own lives to what is being taught in the classroom, which shifts the emphasis
from teachers to students and provides students with opportunities to engage in critical dialogues
(Giroux, 2010). However, Bill maintained that it becomes even more challenging when diverse
students come to the classroom with diverse dispositions. Therefore, the students come with
institutionalized ideas about many issues, including the legitimacy of torture to non-American
citizens and terrorist suspects, civil liberties, violations by congress and the President, and many
other issues surrounding 9/11 and the War on Terror. Thus, students often react defensively and
enter with unreasonable arguments; Cain and Bill let that play out and return to discuss the issue
and students’ behaviors in another day. It usually takes a month or two in the class until students
are used to the idea of open discussion at which point a democratic discussion flows in the
classroom (Sleeter, 2005). Bill said that he has seen students’ attitudes change from being angry
to being hungry for the truth: “It seems, once a student starts developing a taste for what is really
happening. Then it is kind of like the doors of perception start opening. It is very powerful, they
get hungry for more information they want to know what is going on, they don’t care for Fox
News or CBS they want to know really what the facts are and what it means to them based on
Constitution study.” According to Freire (1970),
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Students as they are increasingly posed with problems relating to themselves in the world
and with the world will feel increasingly challenged and obliged to respond to that
challenge. Because they apprehend the challenge as interrelated to other problems within
a total context, not as theoretical question, the resulting comprehension tends to be
increasingly critical and thus constantly less alienated. Their response to the challenge
evokes new challenges, followed by new understandings; and gradually the students
come to regard themselves as committed (p.81).
Students who graduate from this class become interested in pursuing a political science
career. The only difficulty is that Bill and Cain’s class offers the students an education that other
classes do not, which might interfere with students’ learning and motivation in classes that use a
banking model of education because they require less cognitive engagement and are less
challenging (Freire, 1970).
Third, parents’ dispositions challenge teachers and pose a threat to what their children are
learning about 9/11 and the War on Terror. Linda believes that parents are ignorant about Islam
and Muslims because they were never taught about other cultures and civilizations. She said: “I
never taught world history, but I know that over the years when you teach world history you
teach Western civilization, you don’t teach Eastern civilization as much- it’s gotten better but the
parents of my children had Western civilization, and I think, until we understand as a nation
history of the world, we are so bigoted and biased I guess to look at something different.”
Kincheloe and Steinberg (2004) argued that part of the miseducation of the West is Eurocentrism
and sense of superiority over other nations and cultures. This ideology has led to teaching only
about Western civilization and ignoring other civilizations including Islamic ones. So, neither
parents nor their children’s generation have learned about Islam and Muslims. In Bill’s
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experience, “in some cases the presentation issues have caused stress at home depending on what
the child's relationship with his parents is.” He explained that some students go home and
educate their parents who are supportive and thrilled to learn this information, while the hardship
comes when parents who are entrenched in their political views and express their discontent
about the perspectives through which these topics are discussed in the class confront Bill and
Cain.
Sometimes parents whose lives are dependent on the War on Terror find the topic quite
sensitive. Cain explained that:
A lot of our students were the offspring of military personnel, not the officers as much as
the non-combats, and who lived around the base and didn’t live up in the heights or
something like a lot of the officers did, so there was a huge concern about the impact of
such a War on Terror on family members and the prospective deployments and their
disruptive impacts on family lives.
According to Hess (2009), many parents do not see the role of schools to teach their kids
democratic education. They see the roles of schools limited to providing credentials for further
education or to prepare students for the workplace. Even when parents support democratic
education, they disagree on the methodology or the kind of participation suggested by the school,
which revolves around their understanding of good citizenry. For example, should a good citizen
question political leaders or should he help people in need? George experienced frequent student
disenrollment from his classes after speaking to the parents. He said: “and just saying we respect
your opinion but we want our kid out of here, and they were, of course, military families.”
Another student was the daughter of a colonel who was dis-enrolled from George’s classroom
because he didn’t like the classroom discussion topics. According to Hess (2009), many parents
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want schools to mirror their ideas. Parents fear that discussing controversial issues in the
classroom creates more controversy. They also fear that such discussions might indoctrinate their
children with particular ideologies on issues that conflicts with the mainstream.
Finally, limited contact with Muslim students makes teaching the topics even more
difficult because there is no one to testify that the information presented about Islam and
Muslims is correct or to challenge the misinformation presented by the media or educational
textbooks. Although Linda never had a Muslim student in her classroom, she wished that she did
because limited contact with Muslims is an obstacle towards obtaining more knowledge about
the culture. Ignorance about Islam results in believing false ideologies that the religion promotes
violence and that Muslims are violent. Cain and Bill had their first Muslim student in their class
in 2011. The student migrated from Iraq and lived in a refugee camp in ????. This in turn
influenced her experience and marked her dispositions different from other students, particularly
those who grew up in America, about a lot of issues including the War on Terror and being a
Muslim woman in the United States. Bill explained: “It is fascinating for us, I think, because if
you grew up here, you will have very different mind sets no matter where you are at the political
spectrum, and what she experienced as normal growing up in Iraq isn’t like that here.” This was
a fascinating opportunity for Bill and Cain to experience a student who has different views from
other students who grew up in the United States. However, Bill and Cain also had preconceived
notions about the student’s culture and way of thinking; they perceived the U.S. educational
system and their class as a site for the Iraqi refugee girl’s liberation from her “backwards” family
(Abu El-Haj & Bonet, 2011).
Therefore, because the topics of 9/11 and the War on Terror are controversial in nature,
teachers face some challenges such as: confronting mainstream society and government non-
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transparency, presenting students with facts that challenge official knowledge presented in the
media and educational textbooks, confronting students’ dispositions when they first enter the
classrooms and hear information that challenge the commonsense knowledge they heard from
the media or at home, and handling students who engage in disrespectful discussion and take
violent actions in the form of verbal abuse to Muslim students, damage to teachers’ cars, and
negative written material in the classroom. Parents’ dispositions also pose a challenge to teachers
instructing about these topics especially when the teachers present ideas that conflict with
parents ideas and beliefs; as a result, they either disenroll their students from the classroom or
confront the teacher. Finally, the limited contact with Muslim students is an obstacle towards
obtaining more knowledge about the culture and results in believing false ideologies that the
religion promotes violence and that Muslims are violent.
Theme 3: Teachers Future Plans for Re-teaching the Topics.
Hess, Stoddard, & Murto (2008) argue that “the attacks of 9/11 are just too important to
ignore, they present the ultimate teachable moment” (p.193). Linda believes that ignorance,
bigotry, and intolerance are the causes of Islamophobia and violence towards Muslims and that
teaching about 9/11 and the War on Terror is the only way to fight misconceptions. She feels it is
her and other teachers’ responsibility to educate Americans about 9/11 and the War on Terror.
She said: “we can educate the kids, and their parents, educate Americans in general more about
the War on Terror.”
Similarly, realizing the importance of teaching about 9/11 and the War on Terror, Patrick
decided to develop a unit that is focused on these issues:
I would like to do a full-blown unit on it; that is something that is lacking in my teaching.
I need to focus on it more particularly, that is giving so much resources. To some extent,
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its replaced the fierce of a Cold War have been replaced with fears of terrorism and now
the justification for large military expenditures or abuses of citizens or abuses of people
from other countries or loss of rights. All has been replaced–now instead of the fears of
communism, it is the fear of terrorism.
Patrick sees parallels between the Cold War and Terrorism and tries to make the
connection between them. He emphasized his desire to develop a unit to focus on the parallels
between the two issues. He also seems to be making connections between the loss of rights in the
Cold War, the Patriot Act, and the War on Terror: “but would be nice to have a more formal
teaching and investigation of that. Never did I have a lesson plan about it, so it may have come in
a bell ring, which is our opening activity, or in a connection to a students' presentation or as a
question in class that we spent some time on, so it needs to move from a non-scheduled to a
scheduled.” Patrick plans to develop a unit about 9/11 and the War on Terror, schedule it
formally in next year’s curriculum, develop themes, use multiple resources, and show
connections between the past and the present. Kincheloe and Steinberg (2004) asserted that the
information presented in the United States media and educational textbooks is that America is
loved overseas because of its morality, generosity, and democracy; therefore Americans are
unaware of the reality of American empire’s misdeeds overseas. The government uses selective
tradition and official knowledge (Williams, 1989) to obtain social approval on military activities
overseas and the War on Terror. However, Patrick plans to challenge the media’s and
educational textbook’s miseducation and bring in the discussion of how the fears of terrorism
replaced the fears of the Cold War and communism. He will also discuss with his students how
9/11 and the War on Terror provided justification for large military expenditures, abuses of
citizens, abuses of people from other countries, and loss of rights. Indeed, Maira (2009)
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confirmed that, by identifying the relationship between state policies and the global War on
Terror, people will be able to uncover the workings of the United States Empire. By doing so,
Patrick will also expose his students to critical and democratic education in which they
understand the real world and formulate opinions and decisions accordingly. According to Hess
(2009), a controversial topic such as 9/11 and the War on Terror teaches students tolerance and
the skills to engage in a democratic discussion (Hess, 2009).
Bill and Cain are surprised that 9/11 and the War on Terror are not part of NM state
standards. They suggest developing a wider unit on intolerance towards Muslim and Arab
Americans after and including 9/11. They also suggest comparing Arab Americans’ treatment
after 9/11 to the Japanese internment camps, the civil war, the violations of civil liberties, and
civil surveillance as well. They believe developing such a unit might be workable but might face
resentment from politicians who try to overlook social justice issues. Indeed, Kincheloe &
Steinberg (2004) argued that whenever critical educators try to present the truth, right wing
scholars and educators fight them. However, critical educators believe that knowing the truth
helps people make better decisions in the future.
Finally, George indicated that it is important to incorporate students’ memories of the
event, conduct a historical analysis to understand what really happened on 9/11, as well as
incorporate discussions about the impact of the War on Terror on returning soldiers’ lives and
the suicide rate. According to Freire (1970), problem-posing education starts with people’s
understanding of history and their positionality in it. He stated that problem-posing education “is
revolutionary hence it corresponds to the historical nature of human kind. Hence it affirms men
and women as beings who transcend themselves, resist immobility and for whom looking at the
past must only be means of understanding more clearly what and who they are so that they can
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wisely build the future” (P.84). Indeed, Kincheloe and Steinberg (2004) affirmed that “without
the benefits of historical context the society is depoliticized, for all political positions involve
particular historical interpretations” (p.8).
The teachers collective plans to re-teach about 9/11 and the War on Terror involve
developing a unit about 9/11 and the War on Terror and scheduling it as part of next year’s
curriculum. Patrick and George want to conduct historical analysis and include in this unit how
the current War on Terror replaced the fears of the Cold War. George wants to further examine
the causes of 9/11 as well as discuss the impact of the War on Terror on returning soldiers and
the rising numbers of suicides. Finally, Cain and Bill would like to see 9/11 and the War on
Terror taught under a unit about intolerance to Muslim Americans that is geared towards social
justice. According to Freire (1970), objective social reality does not exist by chance, but as a
result of human action. Therefore, as humankind can produce this social reality, they can also
transform it. A way to transform injustice towards Muslim American students at schools is
through critical education.
Conclusion.
In this chapter, I discussed three themes that emerged from teachers’ collective
interviews regarding their pedagogies of teaching about 9/11 and the War on Terror: teachers’
approaches to teaching about the topics, controversies they encounter teaching about the topics,
and how they would re-teach the topics again.
I found that the teachers’ collective philosophies indicate their desire to confront
Islamophobia about Islam and Muslims, help their students understand the truth about 9/11 and
the War on Terror from perspectives other than the media and educational textbooks, and
develop tolerance among the students towards Muslims and other people who differ with them in
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opinion and perspectives. Nevertheless, not all teachers in the study were successful in achieving
their teaching goals in regards to teaching about 9/11 and the War on Terror. For example, Linda
and Patrick’s approach to teaching about 9/11 and the War on Terror as current events, thus
informal education, signals to their students that these topics are unimportant (Hess, 2009). Also,
their use of one-dimension textbooks that lack critical knolwedge indoctrinates the students with
a certain commonsense or way to think about and act towards groups of people including
Muslim Americans. These approaches might not help their students acquire critical education or
critical thinking skills regarding the topics. In order to liberate students from such indoctrination,
the teachers need to expose their students to diverse perspectives about 9/11 and the War on
Terror and invest the time or effort to locate such resources if they are not readily available or
scheduled into the curriculum (Freire, 1970). Third, in order for teachers to achieve critical
education based on praxis in the form of reflection and action as Freire (1970) recommended,
they need to include such education as part of the daily structure of the classroom as in Cain and
Bill’s class in which students learn the foundations of the United States Constitution and Bill of
Rights, become exposed to diverse perspectives, dialogue about them, formulate an opinion, and
argue to defend their opinion while providing evidence based on the United States Constitution.
All teacher participants shared with me controversies that accompanied teaching about
the topics from angry students unable to participate in respectful discussion, to verbal abuse of
Muslim students, angry parents, damage to teachers’ cars, and negative written material in
bathrooms. Teachers also indicated that government non-transparency, suppressed flow of
information, and the media challenges their teaching of these topics and makes it difficult for
them to locate non-biased resources. Also, the limited contact with Muslim students is an
obstacle that further limits knowledge about this culture.
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Finally, all teachers expressed the importance of teaching about 9/11 and the War on
Terror and pledged to develop a unit about the topics to formally teach them as part of next
year’s scheduled curriculum. Patrick and George suggested conducting historical analysis to
point out how history repeats itself through investigating similarities between the fear generated
by the administration of communism during the Cold War and terrorism during the current War
on Terror. George wants to further examine the causes of 9/11 as well as discuss the impact of
the War on Terror on returning soldiers and the rising numbers of suicides. Finally, Cain and Bill
stated that their teaching would always evolve based on students in their classroom,
contemporary events, and the new questions they receive from the competition. However, they
suggest developing a broad unit about intolerance towards Muslim and Arab Americans as a
result of 9/11.
Teachers’ pedagogies indicate that they have a desire to alter social injustice towards
Muslim Americans and they have dedication to their students’ education; but are still exploring
how to do so.

Chapter 6 Textbooks analysis: Islamophobia and the presentation of 9/11 and the War on
Terror

According to Apple (2004), the events of 9/11 shifted the relationship between
dominance and subordination in both national security and foreign policy, thus influencing the
way we think about culture and power and how we determine who is considered a citizen or
patriot and who is considered an enemy. They also influence what we teach and learn at schools
about people living in the United States and globally.
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Further, Apple (2004) described a constant conflict and debate about the role of schools’
curriculum, particularly while discussing a controversial issue like 9/11 and the War on Terror.
For instance, some argue that schools should instill patriotism, nationalism and citizenry in the
students (Foster Finn’s Fordham Foundation, 2002), while others argue that discussing
controversial topics are good opportunities to teach students democracy and tolerance (Hess,
Stoddard and Murto, 2008; Sleeter, 2005). Providing a third distinct postion, Alfie Kohn (2001)
maintained that schools should be teaching the truth; students need to learn that the lives of
people living in Iraq or Afghanistan are not worth less than the lives of people in the United
States.
Despite such a diversity of views, the ideology in schools is of the dominant groups
because of their possession of economic, political, cultural and social capital. The power that the
dominant groups possess also allows them to use 9/11 events to marketize through the media and
textbooks neo-liberalism ideology to redefine commonsense understanding of democracy,
citizenship, and civil liberties to achieve national and imperialist agenda. That is why Apple
(2004) argued that in order to understand the role of schools; an analysis is required of neocapitalism and neo-liberalism.
This chapter focuses on textbooks as a powerful tool (Fairclough, 2003) through which
the dominant group of the society redefines commonsense understandings of democracy,
citizenship, and outsider. This chapter explores the answers to the following research questions:
How are the events of 9/11 and the War on Terror presented in educational textbooks? More
specifically, how are notions of nationalism, citizenship, and patriotism constructed in the
context of discussing 9/11 and the War on Terror?
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To examine what curricula are offered about 9/11 and its aftermath, I have chosen to
analyze and examine the ideological range among six textbooksThree U.S. History 11th grade
textbooks by Glencoe (2010), Pearson (2010), and Holt (2012) adopted by the New Mexico
Department of Education for use in the period from 2011-2017
(http://www.ped.state.nm.us/instructionalmaterial/index.html) (as shown in table 6.1). The
teachers whom I interviewed in my study also use these textbooks; George uses all the listed
textbooks and Patrick uses the Holt textbooks. The other three teachers are using different
textbooks as stated in chapter 3. I have also selected older versions of these textbooks including
Glencoe (2005), Pearson (2002), and Holt (2005) that my Muslim American student participants
used in their classrooms to examine how these textbooks presented the events and the aftermath
and whether there are ideological differences between older and newer versions of the same
textbooks considering the difference in production dates and proximity to the events of 9/11.

Textbook title
The American Vision Modern Times
United States History: Reconstruction to the
Present.
The Americans: Reconstruction to the 21st
Century
The American Vision
A history of the American People: Revised third
Edition
The Americans: Reconstruction to the 21st
century
Table 6.1 List of Textbooks

Year of
Publication
2010
2010

Publisher
Glencoe McGraw-Hill
Pearson Prentice Hall

2012

Holt McDougal

2005
2002

Glencoe McGraw-Hill
Pearson Prentice Hall

2005

Holt McDougal

Based on textbooks’ analysis methodology, I utilized my theoretical frameworks and
developed questions to guide the analysis inspired by models developed by Hess and Stoddard
(2007) & (2008), Pingel (2000), Sleeter (2005), Stradling (2001), and Weinbrenner (1992). The
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questions seek to uncover the relation between ideology, socio-culture, politics, and power that
shape the pedagogy of 9/11 and the War on Terror. Additionally, Hess et al. (2003, 2005, 2007,
2008, 2009) conducted similar studies to investigate the coverage of the events of 9/11 and the
War on Terror in highly adopted U.S. history, world history, and government textbooks
published between 2004 and 2006. Throughout this chapter, I compare my findings to theirs.
Guided by the theoretical fameworks of the study, I created the above questions to lead
the textbook analysis. The questions investigate the following issues: how textbooks presented
9/11 and the War on Terror and its aftermath, how detailed they covered the events, who was
responsible for the attacks, the reasons for the attacks, the images used, how they defined
terrorism, whether competing definitions are presented, and whether the examples they gave of
terrorism aligned with the definitions. Additionally, I investigate the relationship between
textbook presentation of the events and the media representation, how the pictures and narrative
are combined to deliver a particular message, how U.S. leaders are presented and people’s
attitudes towards them, whether the information is correct, and whether the text allows
investigation and critique or is presented as truth. I also investigate the information missing from
the textbooks. I applied these questions to the entire textbook samples for investigation within
and across the textbooks.The questions are as follows:
1. How are the events of 9/11 and the War on Terror presented?
a. How detailed is the 9/11 representation?
b. Who is responsible for the attacks?
c. What were the reasons for the attacks?
d. What images are used to represent the attacks?
e. What is the definition of terrorism?
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f.

What examples of terrorism are presented?

J. Is there alignment between the definition of terrorism and the examples?
2. How are the illustrations and narrative combined to deliver a particular message to the reader?
3. How are 9/11 representations in the textbooks similar or unsimilar to the representations of
9/11 in the media?
4. How are US leaders portrayed in the textbooks?
5. How is the attitude of the American people towards the American government portrayed?
6. How accurate is the information presented in the textbook?
7. How are notions of nationalism, citizenship, and patriotism constructed in the context of
discussing 9/11 and the War on Terror?
8. What is omitted from the textbooks?
From each textbook, I scanned the pages that focus on 9/11 and the War on Terror as well
as the glossary section to look for the definition of terrorism and other used terms in the section
of terrorism like religion, fundamentalism, militant Muslims, Muslims, Islam, and Taliban. To
code the data, I entered the questions I developed as separate nodes in Nvivo9. Then I conducted
auto coding to group the answers to each question that I mentioned earlier under the nodes for
easier analysis within and comparison across the textbooks (Saldana, 2009). Then, I analyzed for
themes within and across the textbooks in relation to my research questions. The answers to the
questions include recording of quantitative and qualitative data in tables and graphs based on
excerpts from the textbooks for easier comparison within and across the textbooks. The majority
of the questions required my interperetation of the data. By looking through the lenses of the
theoretical frameworks guiding this study such as: critical pedagogy, anti-Islamophobia
perspective, and anti-imperialist perspective, I interpreted the data in relation to and in
comparison with the literature about these topics.
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The presentation of 9/11 and the War on Terror.
All textbooks I investigated focused on describing 9/11 as a terrorist attack that used
hijacked airplanes to crash into the World Trade Center and the Pentagon. However, the
textbooks differed on the number of pages they dedicated to September 11 and the aftermath, the
number of pictures, the narrative style and focus, and how detailed they covered the event. As
recorded in table (6.2), Glencoe (2010) covered the events in 22 pages and included 25 pictures,
Pearson (2010) covered the events in 5 pages and included 2 pictures, while Holt (2012) covered
it in 7 pages with 6 pictures. Comparing these numbers to the older versions of the textbooks,
some textbooks expanded the coverage in the newer version; for instance, Glencoe (2005)
extended the reporting from 7 to 22 pages.

Textbook

Year

Glencoe
Pearson
Holt
Glencoe
Pearson
Holt
Table 6.2 Textbooks coverage of 9/11

2010

No. of
pages
22

No. of
Pictures
25

2010
2012
2005
2002
2005

5
7
7
3
7

2
6
6
4
6

25
20
15

pages

10

pictures
pages

5
0
Glenco
(2010)

Holt (2012)

Pearson
(2010)

Glenco
(2005)

Pearson
(2002)

Holt (2005)

Figure 6.1 Comparison between the number of pages and pictures

pictures
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The newer Glencoe (2010) version includes the same information as the 2005 but added
new headings covering the wars in Afghanistan and Iraq, the aftermath of the wars, and some
critiques of the Bush administration in terms of his policies on treatment and torture of terrorist
suspects in the Abu-Gharib prison in Iraq and Guantanamo Bay in Cuba. The textbook also
discusses scandals in Congress, problems that arose in Iraq after the fall of Saddam Hussein, and
the low polls that rated President Bush at the end of his presidency and helped Democrats gain
control of Congress. As shown in figure (6.2), Pearson (2010) followed the same pattern as
Glencoe (2010) and expanded the 9/11 unit from 3 to 5 pages but decreased the pictures from 4
to 2. Surprisingly enough, Holt (2012) had the same exact coverage in 7 pages and 6 pictures as
the older version; the newer version only added a heading called “Iraq after Hussein” in which
the authors state the conflict that emerged between Sunni and Shiite sects over seats in
parliament and ruling the country.

25
20
15
old version
10

new version

5
0
Glenco

Pearson

Holt

Figure 6.2 Comparison of pages between old and new version of textbooks coverage of 9/11
The narrative.
Textbook
Glencoe

Year
2010

Pearson

2010

Narrative style
Third person, decisive narrative dehumanizing the Middle Eastern
enemy and showing support for Bush administration policies and then
critiquing the aftermath of the War on Terror and Bush policies with
terrorist suspects and prisoners. One perspective, uncontested truth.
Third person narrative presenting one perspective as truth. 9/11 attacks
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is part of a larger unit called “Global Politics and Economics.” There is
a big focus on the War on Terror, 2008 presidential elections, and the
Obama inauguration.
Holt
2012 Third person narrative, one perspective, uncontested truth. Dehumanizes
the enemy and states that the perpetrators are Arab Terrorists, Osama
Bin Laden, and American citizen sleepers. In another section, 9/11
attacks is part of a larger unit called “The New Millennium” in which
9/11 is listed with other terrorist attacks perpetrated by non-Arabs.
Glencoe
2005 Third person narrative dehumanizing the Middle Eastern enemy and
showing support for Bush administration policies. One perspective,
uncontested truth.
Pearson
2002 Third person narrative with indecisive words to describe the attacks, the
tools terrorists used, and the perpetrators. It was written during a time
when Bush administration was still deciding on the war against Iraq.
Holt
2005 Third person narrative, one perspective, uncontested truth. Dehumanizes
the enemy and states that the perpetrators are Arab Terrorists, Osama
Bin Laden, and American citizen sleepers. In another section, 9/11
attacks is part of a larger unit called “The New Millennium” in which
9/11 is listed with other terrorist attacks perpetratedby non-Arabs.
Table 6.3 Narrative style in textbooks
Similar to Hess, Stoddard and Murto’s (2008) study, I compared the narrative style and
focus across the textbooks. As shown in table (6.3), all textbooks were written in the third-person
narrative format. I found that the textbooks didn’t delve into details about the attacks and the
aftermath. While the Glencoe (2005 & 2010) textbooks used determined language throughout to
record the events, some textbooks used unsure language to state the events. For example,
Pearson (2002) used indecisive words like “perhaps,” “believed to be,” and “possibly” that
carried many assumptions, particularly when reporting about the perpetrators of the attack and
the place in which they were hiding, but used assertive language when reporting about President
Bush‘s position on who the perpetrators were and their hiding place and when reporting about
bin Laden’s denied involvement in the attacks. The following quote from Pearson (2002)
highlights this issue (the decisive language is in green while the irresolute language in red): [nice
job here – showing analysis…]
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The day following the highly-coordinated terrorist attack, President Bush identified
Osama bin Laden as the prime suspect. Administration officials linked the hijackers, all
presumed to be Middle Easterners, to his Al Qaeda network, which apparently has
dispatched them to train at American flight schools. Although a communiqué from Bin
Laden denied involvement, the US intelligence sources insisted that only Bin Laden had
the resources to carry out such sophisticated operation and sufficient motivation….With
Bin Laden presumed to be hiding in Afghanistan and supported by ruling Taliban
government, President Bush insisted that the regime hand over the terrorists “or they will
share in their fate” (p.988).

The above quote shows how the authors of the textbook changed the narrative style to
communicate confirmed information from contested information. Using this mixed narrative
style sends a message that although President Bush and the US intelligence insisted that Osama
Bin Laden carried out the attacks and remains in Afghanistan, this information is only based on
their assumptions since Bin Laden denied involvement in the attacks and the authorities were
unsure that the perpetrators were Middle Easterners.
Holt (2005 & 2012) dedicated an entire unit of 6 pages under a large title called “The
War on Terror” that used a one-dimensional, unchallenged narrative. The Holt textbooks also
include another page that is part of a larger unit called “The New Millennium” in which 9/11 is
listed with other terrorist attacks performed by various ethnic, religious, and political groups,
such as the Timothy McVeigh bombing of the Oklahoma federal building in 1995 under a
heading called “Crime and Terrorism.” In that section, Holt (2012 & 2005) used irresolute
language to identify the perpetrators of the 9/11 attacks: “The Afghan government was harboring
Osama bin Laden and his al Qaeda terrorist network believed responsible for the September 11
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attacks” (p.867). The term “believed” shows that this information could be contested in both
versions of the Holt textbook. Hess, Stoddard and Murto (2008) reported that all textbooks
generally use third person narrative style while embedding some quotes to serve the overall
purpose of the narrative. They also found that all the textbooks present one unchallenged
perspective on the events of 9/11 and the aftermath.
Detailed Information?
Not all textbooks provided detailed information about what happened on 9/11 or an exact
number of American deaths. For example, Glencoe (2010 & 2005) and Holt (2012 & 2005)
provided full details about the time of the attacks, the airplanes’ flight numbers, the number of
passengers in each airplane, where each airplane landed, and that 3,000 people died that day.
Pearson (2002) provided more details about the attacks than Pearson (2010), which briefly stated
that there were four flights, one American Airline Flight 11 hitting the north side of the World
Trade Center at 9:00 am collapsing the building and killing almost 3,000 people.
Since 9/11 happened only a decade ago, textbook writers are faced with a challenge of
writing sound history about it. However, Hess, Stoddard, and Murto (2008) argue that
“deliberating contemporary issues stemming from 9/11 requires at least some modicum of
historical understanding” (p.3). This failure to provide a historical context for the attacks of 9/11
could lead students to believe that historical events are isolated and unrelated (Kincheloe &
Steinberg, 2008). In that case, the students become isolated from historical reality and will not
learn from history to transform their reality (Freire, 1970). Since, according to Freire (1970), “By
isolating consciousness from the world” people are denied “their ontological and historical
vocation of becoming more fully human” (p.84).
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The perpetrators of 9/11.
Textbook
Glencoe

Year
2010

Perpetrators of 9/11 attacks
“Middle Eastern groups….Muslim…. fundamentalist militants” (p.810), Osama
bin Laden, and Al-Qaeda network
Pearson
2010 Osama bin Laden and Al Qaeda network
Holt
2012 “It is believed to be Osama bin Laden” p.867, “Nineteen Arab terrorists had
hijacked the four planes” p.894, “The government discovered that Al Qaeda had
used “sleepers” to carry out terrorist attacks” p.897.
Glencoe
2005 “Middle Eastern groups….Muslim…. fundamentalist militants” (p.1032), Osama
bin Laden, and Al-Qaeda network
Pearson
2002 It is believed to be Osama bin Laden
Holt
2005 “It is believed to be Osama bin Laden” p.867, “Nineteen Arab terrorists had
hijacked the four planes” p.894, “The government discovered that Al Qaeda had
used “sleepers” to carry out terrorist attacks” p.897.
Table 6.1 Perpetrators of 9/11
On the perpetrators of the attacks, as shown in table (6.4), Glencoe (2010 & 2005)
textbooks dedicated a section called “Middle East Terrorism” that states: “Although there have
been many acts of terrorism in American history, most terrorist attacks on Americans since
World War II have been carried out by Middle Eastern groups…. New movements arose
….Muslims who support these movements are referred to as fundamentalist militants. Some
militants began using terrorism to achieve their goal.” (p.810).

Analysis of the perpetrators illustrate how categories are used to "other" people (Said,
1979) and that those categories are relative to sociopolitical climate. First, using the term
“Middle East Terrorism” in Glencoe (2005 & 2010) is misleading because the countries that
constitute the Middle East are contested as they change over time. According to Koppes (1976),
before World War I, the Middle East included Iran, Afghanistan, Central Asia, and the Caucus.
However, after 1958, the term Middle East became interchangeable with the term Near East and
limited to Arab countries located in Asia only including: Egypt, Syria, Palestine, Lebanon,
Jordan, Iraq, Saudi Arabia, Kuwait, Bahrain, and Qatar. The post 1958 definition leaves out
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Arab countries in North Africa like Libya and also leaves out Iran and Afghanistan, which are
non-Arab countries. Nevertheless, Maira (2009) argues that, before 9/11, the U.S. government
used the category of “Middle Eastern” to indicate Arab and Muslim, but after 9/11, South Asians
were added to this category of “Middle Eastern” to represent the terrorist enemy of the United
States. Naber (2008) added that the category “Middle Eastern/Arab/Muslim” chunks together a
mixture of people such as “Arabs and Iranians, including Christians, Jews, and Muslims, and all
Muslims from Muslim majority countries, as well as persons who are perceived to be Arab,
Middle Eastern, or Muslim, such as South Asians, including Sikhs or Hindus” (p.279). So, using
the term “Middle East” in the textbook is vague and confusing for students because it is left to
them to figure out which countries constitute the Middle East.
Second, in Glencoe’s (2010 & 2005) quote: “Middle Eastern groups….Muslim….
fundamentalist militants” (p.810), the authors frame the narrative to send students the message
that the perpetrators of the 9/11 attacks are Middle Eastern fundamentalist militant Muslims
organized by Osama bin Laden and the Al-Qaeda network. The term “Muslim fundamentalist
militant” has no definition in either the textbook or the glossary. The definitions for a “Muslim”
and “militant” are also not listed in the glossary. However, the glossary defines “fundamentalist”
as “a Protestant evangelical Christian who believes in being saved from sins by being born again
and making a personal commitment to follow Jesus Christ” (Glencoe , 2005, p. 1088); so, the
term does not apply to Muslims. Mamdani (2004) asserted that the term fundamentalism as
related to Muslims post 9/11 conflates religious identity with political identity. In the 2010
version Glencoe removed the definition of the term “fundamentalist” from the glossary. Haque
(2004) reported that Brian Lewis (1990) first used the term “Islamic fundamentalism” in his
published article “The Roots of Muslim Rage” in Atlantic Monthly. After that, the term became
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popular and was used heavily during the 1990’s and influenced the West’s perspectives of
Muslims and Islam as violent, backwards, anti-Western, and anti-Modern (Zine, 2007).
According to Naber (2008), “post September 11, federal government and media discourses have
created an arbitrary ‘potential terrorist’ subject – intrinsically connected to ‘Islamic
fundamentalism’ and terrorism’” (p.278).
Third, Glencoe’s (2010 & 2005) textbooks claim that “most terrorist attacks on
Americans since World War II have been carried out by Middle Eastern groups” (p.810). The
word “most” blurs our understanding of exactly how many in relationship to the other groups
which signles Middle Easterner/Muslim/Arabs out, stereotypes them, and reproduces
Islamophobia (Haque, 2004; Zine, 2007).
Finally, Glencoe (2010 & 2005) included a map that lists the dates and locations of
terrorist attacks assumed to be by Middle Easterners since World War II as shown in figures (6.4
& 6.5). One of the interesting findings in this study is that Glencoe (2005) included the 1995
Oklahoma federal building as one of the terrorist attacks listed on the map (as shown in figure
6.4) knowing that Right-wing terrorists Timothy McVeigh and Terry Nicholas were convicted in
the bombing. In realizing this error, instead of keeping the terrorist attack on the list and
reconsidering their claim that most terrorist attacks on the United States are by Middle
Easterners, Glencoe (2010) simply removed the Oklahoma federal building bombing terrorist
attack from the list (as shown in figure 6.5). By separating out Middle Eastern terrorist attacks
and focusing on them, Glencoe is indeed promoting Islamophobia,
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Figure 6.4 Glencoe (2005, p.1034) with Oklahoma federal building in 1995
Note. The American Vision Modern Times, Student Edition, by Glencoe e McGraw-Hill, 2005, p.
1034. Copyright 2005 by Copyright Holder. The material is reproduced with permission of The
McGraw-Hill Companies.

Figure 6.5 Glencoe (2010, p.810) without Oklahoma federal building bombing in 1995
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Note. The American Vision Modern Times, Student Edition, by Glencoe e McGraw-Hill, 2010, p.
810. Copyright 2010 by Copyright Holder. The material is reproduced with permission of The
McGraw-Hill Companies.
In figure (6.5), the map title as presented in Glencoe (2010) changed to specify terrorist
attacks by “Al-Qaeda” instead of just attacks that have affected US citizens, which is good in a
sense that the map does not stereotype all people assumed to be from the Middle East and their
involvement in terrorism. The map actually focuses more on the terrorist group and their terrorist
attacks on the United States between 1993-2006. However, this map is still presented above the
narrative entitled “Middle Eastern Terrorism” in which the authors claim that “most terrorist
attacks on Americans since World War II have been carried out by Middle Eastern groups”
(p.810). This changes the meaning of the map and its purpose to support an agenda that seems to
directly implicate Al-Qaeda rather than just speaking of terrorism in general, thus, attaching the
terrorist group to the Middle East and stereotyping all perceived Arab/Muslim/Middle Eastern
people. Also, adding Osama bin Laden’s picture to the map shows students what a terrorist looks
like. Additionally, the selected textbook picture of bin Laden originally comes from a Time
Magazine cover image (2001).
According to Jackson (2010), in this picture, his eyes are looking slightly upwards like he
is watching or challenging someone and the narrative on the picture shows that he is a wanted
target and enemy. Selecting a similar picture for the textbook fixes the information in students’
minds since the images are repeated in different locations and students are more likely to learn
from visual representations than words. Osama bin Laden’s image represents the profile that the
United States government and media discourse constructed for how terrorists look like.
Therefore, any person who has any of these combinations of features is classified as an
Arab/Muslim/ Middle Eastern terrorist (Naber, 2008).
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On the other hand, Pearson (2010) stated that: “American government officials quickly
determined that Osama bin Laden’s al Qaeda network had been behind the September 11
attacks” (p.787). Even though Pearson (2010) mentioned that the perpetrators were Osama bin
Laden and the Al-Qaeda network, Pearson (2002) mentioned that Osama bin Laden denied
involvement stating that: “Although a communiqué from bin Laden denied involvement, U.S.
intelligence sources insisted that only bin Laden had the resources to carry out such a
sophisticated operation and sufficient motivation” (p.988). Comparing these two versions of the
textbook, the newer version removed Osama bin Laden’s denied involvement in the attacks.
According to Fairclough (2003), this transforms Osama bin Laden from an active social actor
with an opinion to a dehumanized silenced “other” whose opinion and testimony do not count.
Reading these two versions of the textbook together reveals that, even though Osama bin Laden
denied involvement in the attacks of September 11, the United States government and secret
intelligence denied these allegations and insisted that he and his network are responsible for the
attacks. Denying people the right to prove their innocence raises serious concerns for students
about the hallmarks of democracy as stated in the Constitution and the Bill of Rights typically
located at the end of these textbooks (Kincheloe & Steinberg, 2004).
Holt (2012 & 2005) also provided different information in different sections on the
perpetrators of 9/11 terrorist attacks. The textbooks state that: “The Afghan government was
harboring Osama bin Laden and his al Qaeda terrorist network believed responsible for the
September 11 attacks” (p.867). The term “believed” here indicates that Osama bin Laden never
went into trial, therefore information about the perpetrator of the attacks is contested. In another
section of the textbook under the heading “The War on Terror,” the textbook states that:
“Nineteen Arab terrorists had hijacked the four planes and used them as missiles in an attempt to
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destroy predetermined targets” (p.894). While in another section called “Antiterrorist Actions,”
the textbook states that: “The government soon discovered that al-Qaeda network had used
‘sleepers’ to carry out its terrorist attacks….U.S. officials detained and questioned Arabs and
other Muslims who behaved suspiciously or violated immigration regulations” (p.897). This
inconsistency in the textbooks reflects a confusion on who the perpetrators of 9/11 attacks really
were. According to Hess, Stoddard, and Murto (2008), students reading any of these textbooks
will probably not know the answer to this critical and controversial question of “who did it?”
However, connecting these statements together and ignoring the chronological progression that
led the textbook to state how and why the United States governments reached each conclusion
sends students a message that the perpetrators are Arab terrorists and American sleeper cells
organized by Osama bin Laden and his Al-Qaeda network, which suspects all Arabs within the
Arab world and even within the United States.
Holt (2012 & 2005) included some of the terrorist attacks in the United States by other
groups under “The New Millennium” section including: “the IRA Irish Republican Army in
South America…., Timothy McVeigh bombing Oklahoma federal building in 1995…., In 1999
two students at Colombian high school in Colorado killed 12 students and a teacher and
wounded 23 others” (p.862). However, Holt (2012 & 2005) included a timeline on pages 896
and 897 that focuses on terrorist attacks conducted mainly by Arabs or Muslims. On the timeline,
the dates are put together to re-enforce the ideology that most terrorist attacks in the United
States are conducted by Arabs or Muslims. It also signals that, since these attacks have been
conducted by several groups across the Arab world, this gives the impression that all Arabs and
Muslims are terrorists. Reading the narrative and the tables together send students the message
that all Arabs and Muslims in the Arab world and the United States are terrorists and somehow
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connected to Osama bin Laden and Al Qaeda network. The progression of these terrorist attacks
as represented on this historical timeline sends a message to students that the United States has
suffered for a long time from the Arab and Muslim aggression, which justifies conducting an
endless War on Terror against these populations. Additionally, certain information has been
omitted from the textbook like the United States involvement to instigate such attacks or its
reactions to these attacks, these information are not included in order to present the United States
as a victim of the Arab/Muslim/Middle Eastern aggression and justify the War on Terror in the
Arab world. Freire (1970) explained why certain information might be omitted saying, “Banking
education attempts by mythicizing reality, to conceal certain facts which explain the way human
beings exist in the world” (p.83).
Furthermore, in Holt (2005 & 2012), just mentioning “Arab terrorists” on the timeline
(p.894) as responsible for the attacks is misleading because of the identity of Arabs range across
genealogy, linguistics, and politics (Haddad, 2004). According to Haddad (2004), genealogically,
an “Arab” is a descendant of the Arabian Peninsula or the Syrian Desert. Linguistically, an
“Arab” is an Arabic speaker, but some Arabs reject this definition because it excludes Arab
ancestry. Politically, especially by the mid-twentieth century, the term became attached to Arab
pan-nationalism across the twenty-two states, regardless of religion, to assert independence from
Western colonialism by way of unity. The Arab nationalist identity was also promoted by Jewish
and Christian minorities who wanted to have equal rights in Muslim majority societies.
According to the League of Arab States, the national Arab identity includes all who speak the
Arabic language, identify with Arab history and culture, and have citizenship in any Arab state.
Therefore, Holt (2012 & 2005) authors just mentioning Arabs is misleading because the
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definition of who is an Arab is contested and involves many nations, religions, and cultures.
Joseph (1999a) summarized who is considered an Arab in the following quote:
There are Palestinians, Iraqis, Kwaitis, Yemenis, Saudi Arabians, Bahreinis, Qataris,
Duabis, Egyptians, Libyans, Tunisians, Moroccans, Algerians, Sudanese, Eritreans, and
Mauritanians; there are Maronites, Catholics, Protestants, Greek Orthodox, Jews, Sunnis,
Shi’ita, Druze, Sufis, Alawites, Nestorians, Assyrians, Copts, Chaldeans, and Bahais;
there are Berbers, Kurds, Armenians, bedu, gypsies, and many others with different
languages, religions, ethnic and national identifications and cultures who are all
congealed as Arab in popular representation whether or not those people may identify as
Arab (p.260).
Naber (2008) argued that after 9/11, the popular media has conflated the terms “Arab”
and “Muslims” to refer to a specific group; however, “not all Arabs are Muslims and not all
Muslims are Arabs” (p.5). Indeed, the largest Muslim populations live in Indonesia, Pakistan,
India, Turkey, and Iran, which are all non-Arab countries. In that sense, the term Middle
Eastern/Arab/Muslim represents the “non White other” (Naber, 2008, p.2).
Generally, according to Schweber (2004), the way an event is covered in the media and
textbooks helps shape and deliver certain messages to students. When comparing across the
textbooks, referring to Arabs/Middle Easterners/Muslims as terrorists are generic and impersonal
representations of social actors. According to Fairclough (2003), the textbooks use generic and
impersonal representations to dehumanize certain populations. Additionally, attributing terrorism
to Middle Eastern societies/Muslims/Arabs follows the media’s Islamophobic representation that
stereotypes all of these ethnic groups as terrorists, barbaric, violent, and irrational (Haque, 2004).
In the context of 9/11 and the War on Terror, the United States’ dominant discourses have
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created an enemy by grouping many people together under the category of Arab/Middle
Eastern/Muslim and associating them with terrorism in order to obtain American public
consensus to launch wars against certain countries and exercising nation-based racism against
certain populations within the United States borders (Naber, 2008).
This war is against non-White individuals perceived to be foreign, criminal, and immoral
in comparison to the predominantly White culture of Americans that is moral, ideal, and
civilized. A terrorist has specific “body features” and the combinations of particular features like
a specific name, a skin color, a dress code, and a gender signifies as “Arab/Middle
Eastern/Muslim terrorist.” What a terrorist supposedly looks like is implicated in the example
given of Osama bin Laden’s picture that overflows the media and educational textbooks; so,
anyone that looks like bin Laden or has a combination of features similar to him is perceived as a
terrorist. Many people living in the United States and overseas fit this profile and those
individuals are targets of discrimination, harassment, and abuse. According to Naber (2008),
through nation-based racism, the government targets many individuals assumed to be
Arab/Middle Eastern/Muslim terrorist suspects who are American individuals familiar with the
society and carry out terrorist attacks. As recorded in Holt’s (2012 & 2005) textbooks, the
government fights home grown terrorism by detaining terrorist suspects with or without due
process (Doyle, 2002). Referring to home grown terrorism in the Holt (2012 & 2005) textbooks
instigates hate and Islamophobia towards Muslim and Arab American students and exposes them
to racism, discrimination, and harassment from their peers, teachers, and school administration.
Stereotyping all Middle Eastern people/Muslims/Arabs leads to mis-education of
American students about Islam and Muslim societies, which leads to fear, ignorance, and
violence towards Muslim Americans (Haque, 2004; Kincheloe and Steinberg, 2004). Therefore,
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Glencoe ’s (2010 & 2005) authors calling the section “Middle Eastern Terrorism” and Holt’s
(2005 & 2012) accusing Arabs and Muslims of terrorism fosters Islamophobia and stereotypes
all people assumed to be Arab/Muslim/Middle Eastern as the enemy. In that sense, educational
textbooks currently adopted by the New Mexico Department of Education from 2011-2017 instill
hatred, animosity, ignorance, and intolerance among American students towards certain religious
and ethnic groups.
Reasons for the attacks of 9/11.
Textbook

Year

Perpetrators of 9/11
attacks
Middle Eastern
fundamentalist
militant Muslims
organized by Osama
bin Laden and AlQaeda network

Glencoe

2010

Pearson

2010

Osama bin Laden

Holt

2012

It is believed to be
Osama bin Laden

Reason for 9/11 attacks
Rise of oil industry in the Middle East in 1920
making certain families rich and leaving many
poor, thus creating a wide gap between the rich and
the poor. Additionally, the Western investment in
oil in the Middle East allowed Western ideas and
values to enter Middle East societies scaring many
traditional Muslims that their values are being
undermined. This caused a rise of many Muslim
movements. Furthermore, the founding of Israel in
1948 on Palestinian land angered many Middle
Eastern.
”Bin Laden opposed the presence of American
troops in Saudi Arabia, the U.S. economic boycott
against Iraq, and U.S. support for Israel. He also
supported any government in the Middle East that
he felt were pro-Western” (p.787).
“Terrorists wanted to achieve political ends or
destroy what they considered to be forces of evil.
They attacked targets not just in their town country,
but anywhere in the world. These terrorists were
even willing to commit suicide to ensure the
success of their attacks” (p.895).
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Glencoe

2005

Middle Eastern
fundamentalist
militant Muslims
organized by Osama
bin Laden and AlQaeda network

Pearson

2002

It is believed to be
Osama bin Laden

Holt

2005

Arab Terrorists

Rise of oil industry in the Middle East in 1920
making certain families rich and leaving many
poor, thus creating a wide gap between the rich and
the poor. Additionally, the Western investment in
oil in the Middle East allowed Western ideas and
values to enter the Middle East societies scaring
many traditional Muslims that their values are being
undermined. This caused a rise of many Muslim
movements. Furthermore, the founding of Israel in
1948 on Palestinian land angered many Middle
Easterners.
“In 1998, bin Laden had issued a decree that
granted religious legitimacy to all efforts to expel
the United States from the lands of Islam in the
Middle East. His network of terrorist cells, which
reportedly operated in sixty countries, had directed
rage at what they believe to be the global arrogance
of the United States, its accumulation of
unprecedented wealth compared to the poverty and
hopelessness that extended across the Middle East”
(p.988).
“Terrorists wanted to achieve political ends or
destroy what they considered to be forces of evil.
They attacked targets not just in their town country,
but anywhere in the world. These terrorists were
even willing to commit suicide to ensure the
success of their attacks” (p.895).

Table 6.2 Reasons for 9/11
As shown in table (6.5), textbooks stated similar reasons for the terrorist attack of 9/11
with exception of Holt (2005 & 2012), which provided general reasoning for some groups using
terrorism in order to change governments or laws; however, the textbooks provided no reasons at
all for why Osama bin Laden, al Qaeda network, Arabs, Muslims, or Muslim American sleeper
cells would conduct 9/11 or any acts of terrorism. Glencoe (2010 & 2005) stated that:
The reason Middle Eastern terrorists have targeted Americans can be traced back to
events in the early twentieth century. As oil became important to the American economy
in the 1920s, the United States invested heavily in the Middle East oil industry. This
industry brought great wealth to the ruling families in some Middle Eastern kingdoms,
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but most people remained poor. Some became angry at the United States for supporting
the wealthy kingdoms and families. The rise of the oil industry also led to the spread of
Western ideas in the region, and many Muslims feared that their traditional values were
being weakened. New movements arose calling for a strict interpretation of the Quranthe Muslim holy book – and return to traditional Muslim religious laws. These Muslim
movements wanted to overthrow pro-Western governments in the Middle East and create
a pure Islamic society. Muslims who support these movements are referred to as
fundamentalist militants. Some militants began using terrorism to achieve their goals.
American support of Israel also angered many in the Middle East. In 1947 the UN
divided British-controlled Palestine into two territories to provide a home for the Jews.
One part became Israel. The other part was to become a state for Palestinian Arabs, but
fighting between Israel and the Arab states in 1948 left this territory under the control of
Israel, Jordon and Egypt. In the 1950s, Palestinians began staging guerilla raids and
terrorist attacks against Israel. Since the United States gave aid to Israel, it became the
target of Muslim hostility. In the 1970s, several Middle East nations realized they could
fight Israel and the United States by providing terrorists with money, weapons, and
training. This is called state-sponsored terrorism. The governments of Libya, Syria, Iraq,
and Iran have all sponsored terrorists (p.810).
The above quote raises important issues that require explanation. First, Glencoe’s (2010
& 2005) authors implied that the literal interpretation of the Quran by either Muslims or nonMuslims brings ignorance, falsehood, and extremism (Zine, 2007), which is true and why literal
interpretation of the Quran is banned by the religion. In fact, according to Al Ghazali (2003),
interpreting the Quran is complex and requires a certain sequential process as follows: 1. There
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are certain verses in the Quran that interpret other verses, 2. The tradition of the Prophet and the
narrations interpret the Quran and show how it is applied, 3. The companions of the Prophet
obtained first hand education from the Prophet and witnessed many of the context in which the
Quran was revealed, and 4. The followers of the companions received first hand education from
the companions of the Prophet. The Shariaa is derived from the Quran and the Sunnah
(teachings) of the Prophet, peace on him. Based on Shariaa, there are four main schools of
thought that were founded during the first four centuries of Islam: Hanafi, Maliki, Shafi’I, and
Hanbali. To understand these schools of thought requires rigorous education, and, to that end,
Islamic universities and institutions graduate scholars of Islam on a daily basis. Interpretation of
the Quran requires comprehensive knowledge of the Quran, its historical context, and the sayings
and methods of the Prophet (pbuh), which only such scholars possess. The stories about which
the verses were revealed and the Prophet's sayings clarify their meaning, while the Prophet's
methods detail and demonstrate correct application. Without knowledge in these areas,
understanding the language of the Qur'an alone is not sufficient to avoid erroneous interpretation.
Such interpretation is forbidden in Islam.In that sense, if there were groups or movements in
Muslim societies calling for a literal interpretation of the Quran, practicing Muslims and Muslim
authorities would have fought against them.
The second issue that Glencoe’s (2010 & 2005) quote raises is the idea of applying the
Islamic Shariaa law in a purely Islamic society. This claim presents Muslims as intolerant of
difference and incapable of living side-by-side with people of other faiths and religions. If
Glencoe’s authors had researched the history of Islam, they would have found that there were
Christians, Jews, and people of other religions that existed and lived side-by-side with Muslims
during Prophet Mohamed’s time and after. In fact, there are Christians and Jews who still live in
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Muslim societies today freely practicing their religions (Moore, 2006). Therefore, a purely
Muslim society never existed throughout history, not even during the time of Prophet Mohamed
(pbuh) or his companions when Islam reached its peak (Moore, 2006).
Third, the part of the quote that states that many Muslims want to overthrow proWestern governments and ideologies is misleading. It is true that according to Kincheloe and
Steingberg (2004), Muslim societies have suffered from a long history of Western colonialism
that divided its societies and exploited its resources and from pro-Western tyrant governments
that have oppressed their people. Many people in Muslim societies perceive the American
hegemony as an extension to Western imperialism, so it makes perfect sense for them to want to
overthrow such governments and oppressive ideologies. However, many societies including nonArab/non-Muslim societies worldwide have also suffered from Western interventions in their
countries’ affairs. For example, the United States has established an embargo against United
States corporations conducting any business in Cuba since 1959 for nationalizing US
corporations during the Cuban revolution (BBC News, 2009). Indeed, many people around the
world have suffered from the United States and Western countries’ neo-liberal ideology.
According to Fairclough (2003), neo-liberalism increased the gap between rich and poor,
increased labor exploitation, and resulted in disastrous financial restructuring and sanctions
against less fortunate countries by the United Sates and its rich allies. Even inside the United
States, neo-liberalism has contributed to weakening of public debates and democracy and
widening the gap between the rich (1% of Wall Street and major corporations) and the middle
and lower class (who represent the 99% of the American population). Therefore, by focusing on
Muslims as the problem for being anti-modern instead of focusing on global ideologies that has
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oppressed Muslims and others around the world to achieve global imperialist agendas is
misleading (Mamdani, 2004).
Furthermore, Glencoe (2010 & 2005) claims that one of the reasons for the “Middle
Eastern” terrorist movements and terrorist attacks on the United States is American support of
Israel that angered many in the Middle East. According to Haddad (2004), this claim is true since
many Arabs, Christians, and Muslims felt angry about Zionist aggression against Palestinians in
Palestine and against neighboring Arab countries during the Israeli strike against Egypt, Syria,
and Jordon in 1967. Even in the United States, many Muslim and Christian Arabs suffered from
pro-Zionist harassment against pro-Palestinian organizations and intellectuals. Also, many
people around the world are angered by the establishment of Israel and the American support for
the country at the expense of the Palestinian people. Many pro-Palestinian organizations have
been established worldwide to advocate for the rights of Palestinians and many flotillas (ships)
defied government orders and delivered food and aid to the Palestinian people. However, by
including the establishment of Israel as one of the reasons behind terrorism against the United
States, Glencoe‘s (2010 & 2005) quote conflated religious and political identities (Mamdani,
2004) of all Arabs/Muslim/Middle Eastern people and in this case also Palestinians. They, thus,
also stereotyped all these nations as antimodern and constructed them as enemies of the United
States and Israel.
Generally, this quote by Glencoe (2010 & 2005) could be interpreted through Mamdani’s
(2004) discussion about what he terms as cultural talk about the post cold war era and
globalization. Since 9/11, cultural talk politicizes culture by assuming that “every culture has a
tangible essence that defines it, and it then explains politics as a consequence of that essence”
(p.17). Mamdani (2004) explained that:
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Culture Talk after 9/11, for example, qualified and explained the practice of “terrorism”
as “Islamic.” “Islamic terrorism” is thus offered as both description and explanation of
the events of 9/11. It is no longer the market (capitalism), nor the state (democracy), but
culture (modernity) that is said to be the dividing line between those in favor of a
peaceful, civic existence and those inclined to terror. It is said that our world is divided
between those who are modern and those who are premodern. The moderns make culture
and are its masters; the premoderns are said to be but conduits (pp.17&18).
Mamdani (2004) added that a distinction also needs to be made between talks about cultures as
premodern and talks that present cultures to be antimodern. Since presenting a culture as
premodern assumes that it is incapable of modernity, while presenting a culture as antimodern
assumes that its people are violent and this produces Islamophobia. Since Glencoe’s (2010 &
2005) quote presents Muslims as anti-modern (Zine, 2007), the textbook encourages and
reproduces Islamophobia.
On the other hand, Pearson (2002) stated that:
In 1998, bin Laden had issued a decree that granted religious legitimacy to all efforts to
expel the United States from the lands of Islam in the Middle East. His network of
terrorist cells, which reportedly operated in sixty countries, had directed rage at what they
believe to be the global arrogance of the United States, its accumulation of unprecedented
wealth compared to the poverty and hopelessness that extended across the Middle East
(p.988).
According to Pearson (2002), the reason bin Laden was accused of the attacks was
because he did not approve of the United States’ hegemonic presence in Muslim countries. The
textbook states that Osama bin Laden’s network directed rage against the United States’
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arrogance and unprecedented wealth. Therefore, the authors used words that describe emotions
such as rage and arrogance, which, if taken literally, are limited to emotions and do not translate
into physical actions such as terrorist attacks. However, they could metaphorically indicate that
Osama bin Laden’s network directed terrorist attacks against American’s hegemonic presence
and exploitation of Muslim lands. Nevertheless, the textbook treated Osama bin Laden as a
leader or an Islamic scholar stating that he “issued a decree”. Osama bin Laden was not even
known to the Muslim world before 9/11 happened since he was neither a known politician,
leader, nor a scholar. He did not even have access to state televisions. Therefore, even if he had
issued such fatwa as the textbook states, many Muslims would not have known since he was
considered an outlaw, dangerous and wanted by Muslim countries (Mamdani, 2004).
On the other hand, Pearson’s (2010) textbook stated that: “Bin Laden opposed the
presence of American troops in Saudi Arabia, the U.S. economic boycott against Iraq, and U.S.
support for Israel. He also opposed any government in the Middle East that he felt were proWestern” (p.787). This version of Pearson (2010) stated physical reasons as opposed to
emotional reasons as in the earlier 2002 version of the text. Pearson’s (2010) paragraph reads
that bin Laden opposed America’s military presence in Saudi Arabia, the United States sanctions
against Iraq that killed hundreds of thousands of children, and the United States’ support for
Israel at the expense of Palestinians and Middle Eastern governments that supported these
policies, which the United States launched against Middle Eastern countries and civilians.
Therefore, the textbooks did not provide logical reasons for why Osama bin Laden and the al
Qaeda network would conduct the attacks; in fact, the textbooks stated the reasons in a way that
shows false accusation of Osama bin Laden and the al Qaeda network for conducting 9/11
attacks and instead highlights the United States aggression and hegemonic and militant
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imperialism in Middle Eastern countries.
Holt (2005), on the other hand, stated that “Terrorists wanted to achieve political ends or
destroy what they considered to be forces of evil. They attacked targets not just in their town
country, but anywhere in the world. These terrorists were even willing to commit suicide to
ensure the success of their attacks” (p.895). The Holt (2005 & 2012) textbooks stated reasons for
the terrorist attacks in general terms by clinging to the idea that most terrorists operate in similar
ways: targeting high profile, the most safe, and the most crowded places to gain the most
attention. These are too general reasons and insufficient to accuse specific people.
Overall, all textbooks provided simplistic explanations for why 9/11 happened and did
not appropriately cover historical events that lead to students’ understanding of why 9/11
happened. This shows that many textbooks “fail to provide even rudimentary background
information about the event” (Hess, Stoddard and Murto, 2008, p.7). According to Freire (1970),
“historical themes are never isolated, independent, disconnected, or static; they are always
interacting dialectically with their opposites” (p.101). Similarly, Kincheloe and Steinberg (2004)
argued that the relationship between the United States and Muslim societies is very complex and
has historical roots that go back to the 1800’s. The way the textbooks frame the reasons behind
the terrorist attacks villainize Middle Eastern societies and victimize America. Instead, the
textbooks could present diverse perspectives that encourage dialectical and dialogical thinking
among the students to formulate opinions and achieve critical education (Freire, 1970).
The definition of Terrorism and other related terms.
I investigated the definition of terrorism in the textbooks to examine the definition’s
coherence with the reasons stated for conducting the attacks and the examples of terrorism
provided. I also investigated definitions of other related terms taken from the collective narrative
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of the textbooks such as religion, fundamentalism, militant Muslims, Muslims, Islam, and
Taliban to examine how the definitions relate to their use in the narrative. Examining these
definitions both in the narrative and the glossary helps determine whether they were consistent
throughout the textbook and whether the textbooks collectively provided competing or similar
definitions. I specifically investigated these words since they were included in the textbook
narratives about 9/11 and the War on Terror and have been circulating in the media when
discussing 9/11 attacks. Investigating these textbooks’ definitions and use will reveal a sense of
consistency and alignment with examples and the grand narratives within and across the
textbooks and with the media’s definitions and representations of the attacks. Investigating these
definitions will also reveal any potential hidden messages intended for students.
Textbook
Glencoe

Year
2010

Definition of Terrorism
“The use of violence by
nongovernmental
groups against civilians
to achieve a political
goal. Terrorist acts are
intended to instill fear in
people and to frighten
their governments into
changing their policies”
(p.810).

Pearson

2010

N/A

Holt

2012

“Terrorism is the use of
violence against people

Glossary Definition
“The use of violence by
nongovernmental
groups against civilians
to achieve a political
goal. Terrorist acts are
intended to instill fear
in people and to
frighten their
governments into
changing their policies”
(p.R104).

Example of Terrorism
“Middle Eastern groups….
Muslims fundamentalist
militants” (p.810). “1970s,
several Middle East nations
realized they could fight
Israel and the United States
by providing terrorists with
money, weapons, and
training. This is called statesponsored terrorism. The
governments of Libya,
Syria, Iraq and Iran have all
sponsored terrorists”
(p.811).
9/11 is the only mentioned
terrorist attack. U.S.
declared a war against
terrorism, which included
governments that sponsored
terrorism: the Taliban in
Afghanistan and Saddam
Hussein in Iraq.
1999 by students at
Columbine High school,
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or property to extort
changes in societies or
governments.
Throughout history
individuals or groups
have used terror tactics
to achieve political or
social goals” (p.894)

Glencoe

2005

“The use of violence by
nongovernmental
groups against civilians
to achieve a political
goal. Terrorist acts are
intended to instill fear in
people and to frighten
their governments into
changing their policies”
(p.1032).

Pearson

2002

N/A

Holt

2005

“Terrorism is the use of
violence against people
or property to extort
changes in societies or
governments.
Throughout history
individuals or groups

Timothy McVeigh’s
bombing of Oklahoma
federal office building in
1995, 9/11 attack on the
world trade center.
“In 1972, Summer Olympic
games in Munich, Germany.
Members of a Palestinian
group killed two Israeli
athletes and took nine as
hostage, killing them later.
Palestinian terrorists used
airplanes and suicide
bombing” (p.894). IRA in
2005. Officials linked major
attacks against U.S. facilities
worldwide to Al Qaeda
network.
“The use of violence by “Middle Eastern groups….
nongovernmental
Muslims fundamentalist
groups against civilians militants” (p.1032).”
to achieve a political
“1970s, several Middle East
goal. Terrorist acts are nations realized they could
intended to instill fear
fight Israel and the United
in people and to
States by providing terrorists
frighten their
with money, weapons, and
governments into
training. This is called statechanging their policies” sponsored terrorism. The
(p.1093)
governments of Libya,
Syria, Iraq and Iran have all
sponsored terrorists”
(p.1032).
N/A
1995 Oklahoma federal
building, the 1998 bombing
of US embassies in Kenya
and Tanzania, the 2000 USS
Cole bombed, and 2001
attacks on World Trade
Center and Pentagon.
IRA Irish Republican Army,
in South America, a group
known as the Shining Path,
in Africa, Al-Qaeda.
Includes a timeline that
focuses on terrorist attacks
against the United States
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have used terror tactics
to achieve political or
social goals” (p.894)
Table 6.3 Definition of Terrorism

since 1979-2001 performed
by Arabs or Muslims.

As shown in table (6.6), Holt (2012 & 2005) defined “terrorism” as “the use of violence
against people or property to extort changes in societies or governments. Throughout history
individuals or groups have used terror tactics to achieve political or social goals” (p.894). Holt’s
(2005) definition includes group-based terrorism and state-sponsored terrorism. The textbooks
gave several examples of terrorism conducted by many groups; however they provided details
and focused information on terrorist attacks conducted by Arabs, Palestinians, or the Al Qaeda
network. The authors perhaps intended to deliver a message that most terrorist attacks against the
United States were conducted by either Arabs, Muslims, Palestinians, or Al Qaeda and the
definition and examples they gave for terrorism aligned.
On the other hand, Pearson (2010) defined “fundamentalism” as a “movement or attitude
stressing strict literal adherence to a set of basic principles” (p.867). Pearson’s (2010) definition
is a somewhat general definition lacking reference to particular principles. The textbook also
defines “Taliban” in the glossary as “an Islamic fundamentalist faction that controlled most of
Afghanistan from 1996-2001” (882). However, there is no definition for “Islamic
fundamentalism” leaving it’s meaning entirely unclear. Pearson (2010) included 9/11 as the only
example of terrorism in the narrative.
On the other hand, Glencoe (2010 & 2005) provided a similar definition for “terrorism”
as “the use of violence by nongovernmental groups against civilians to achieve a political goal.
Terrorist acts are intended to instill fear in people and to frighten their governments into
changing their policies” (p.1032). Glencoe (2010 & 2005) limits the definition to group-based
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terrorism only. Both Glencoe (2010 & 2005) textbooks offered multiple and competing
definitions for the term. The textbooks described “terrorism” as “The use of violence by
nongovernmental groups against civilians to achieve a political goal. Terrorist acts are intended
to instill fear in people and to frighten their governments into changing their policies” (p.1032).
Even though they defined terrorism as a group act, they discussed government or statesponsored terrorism as follows: “in 1970s, several Middle East nations realized they could fight
Israel and the United States by providing terrorists with money, weapons, and training. This is
called state-sponsored terrorism. The governments of Libya, Syria, Iraq and Iran have all
sponsored terrorists” (p.811). Therefore, group-based terrorism includes governments as groups,
but the examples for terrorism may not align with the definition in both Glencoe (2005 & 2010)
textbooks because the definition refers only to non-governmental groups, “Middle Eastern
groups…. Muslims fundamentalist militants” (p.810). However, the textbook examples include
governments or “state-sponsored terrorism” like Libya, Iraq, Iran, Syria, and Palestine. Hess and
Stoddard (2007) argued that there has to be a clear connection between the definition given to
terrorism and the examples otherwise the information could be misleading to students.
Furthermore, Glencoe (2010 & 2005) compared 9/11 and Pearl Harbor as: “More
Americans were killed in the attacks of 9/11, 2001, than died at Pearl Harbor” (p.808-809).
Brennen and Duffy (2003) compared journalists’ coverage of 9/11 and Pearl Harbor and found
that journalists’ portrayal of Arabs/Muslims/Middle Easterners is similar to coverage of Japanese
Americans during Pearl Harbor; they are portrayed as the violent “other.” “As if in historic echo,
the media called for a national ‘pragmatism’ that rationalized in the public imagination a
curtailment of civil liberties for Japanese Americans and later, Muslim Americans” (Sirin &
Fine, 2008, p.71). Therefore, it would seem that history repeats itself and that the United States
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government portrays different groups of color as violent depending on the political context at the
time. Nonetheless, the textbooks seem to fail to connect historical events. This is due to what
Freire (1970) terms as a banking model of education which “inhibits creativity and domesticates
the intentionality of consciousness by isolating consciousness from the world, thereby denying
people their ontological and historical vocation of becoming more fully human” (Freire, 1970,
p.84). Additionally, the banking system of education conceals reality by separating humans from
their historical existence.

Constructing nationalism, citizenship, and outsider through images, excerpts, and
narrative.
The selected textbook images to represent the attacks of 9/11 were among the images
circulating in the media during and after the attacks as shown in figure (6.8). As seen in table
(6.7), the common pictures used in all textbooks is the picture of the World Trade Center after
being hit by the second airplane and the picture of the Pentagon after being hit (in Glencoe ,
2005 & 2010; Pearson, 2002). According to Hess, Stoddard, and Murto (2008), pictures of
destruction show United States’ weakness and vulnerability, while other pictures like firefighters
raising the American flag as in Glencoe (2010 & 2005) and Holt (2012 & 2005) symbolizes
“patriotism, nationalism and heroism” (p.6).
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Figure 6.6 Pictures dominating textbook about 9/11 attacks and the aftermath

Text

Year

WTC

Firefighters

Pentagon

bin-Laden

Map of
M.E.

Glencoe

2010

XXX

X

X

XX

X

Pearson
Holt

2010
2012

X
X

Other images

Flags, American
soldiers, Abu Gharib
prison, Guantanamo
Bay, Iraqi women
voting, shaking hands
with Afghan, Karazi
elected

X
Picture of white
woman carrying black
child survivors of
Oklahoma federal
building bombing of
1995.
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Glencoe
Pearson
Holt

2005
2002
2005

X
XX
X

X

X
X

X
X

X

X

Saddam Hussein
Saddam Hussein,
Timeline includes
terrorist attacks against
the US since 19782001 perpetrated
mostly by Arabs or
Muslims

Table 6.4 Pictures representing 9/11 in Textbooks

Figure 6.7 American people holding the U.S. Flag, Glencoe (2010, p.812)

Figure 6.8 Soldiers in Action Glencoe (2010, p.818)
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Glencoe (2010 & 2005) textbooks chose pictures of American soldiers in action (Figure
6.10) to indicate their bravery in fighting, hunting down the bad guys, and bringing end to world
terrorism. Picture (6.9) shows the unity of the American people and their patriotism to gather
around the flag during difficulty. The flag symbolizes American nationalism and loyalty to the
United States alone, which excludes others who have transnational identities and loyalties such
as Muslim Americans (Maira, 2009). A combination of pictures can deliver specific meaning
(Fairclough, 2003). For example, Glencoe’s (2010) chosen pictures together send a message that,
even though America was a victim of terrorism that killed people and caused damage to its
infrastructure and physical and emotional security, the American people gather around the
American flag (Figure 6.9) and unite over a national cause (Hess, Stoddard and Murto, 2008).
The selected textbook pictures of Muslim women voting (Figure 6.11) indicate the freedom and
democracy that Americans brought to these undemocratic countries via war.

Figure 6.9 Muslim Women Voting, Glencoe (2010, Pp. 817 & 818)

Even though Glencoe (2010) included pictures of Abu Gharib (Figure 6.12) and
Guantanamo Bay (Figure 6.13), it did not present pictures of torture to prisoners and human
rights violations in those prisons. The pictures also focus on American soldiers but do not
include Muslims which raise questions regarding the accuracy of these pictures.
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Figure 6.10 Abu Gharib Prison, Glencoe (2010, p.822)

Figure 6.11 Guantanamo Bay, Glencoe (2010, p.822)

Also, Osama bin Laden is depicted in many pictures (Glencoe, 2005; Glencoe, 2010;
Pearson, 2002) to confirm that he is the enemy and the reason for the trouble in the Middle East,
Afghanistan, and Iraq. According to Jackson (2010), Osama bin Laden is the most visible
Muslim and the ultimate enemy of the United States. He represents a symbol that relates Islam
with terrorism. Jackson (2010) considered Osama bin Laden’s picture as “the major theme of
visual representation about Islam in mass media after 9/11 undoubtedly contributes to a public
demonstrating high awareness of Muslims wishing it harm, and of radical elements unaligned
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with the majority of Muslims, over other points of view on Islam” (p.8). Furthermore, according
to Naber (2008), the United States government with the help of the media after 9/11 provided a
specific profile, a combination of race, gender, class, dress code, and religion to categorize many
groups of people as Middle Eastern/Muslim/Arab terrorists. Osama bin Laden’s picture provides
an example of what a terrorist looks like and including his picture stereotypes Muslim people
who wear a turban or have a long beard as terrorists (Naber, 2008). Adding his picture also
follows the media’s Islamophobic representations by which students associate Muslims with
terrorism.
As this section reveals, selective tradition plays a role in omitting certain information
(Apple, 2004) that shows America’s aggression, hegemonic and militant attacks, and imperialism
in the Middle East and instead selecting pictures, narratives, and information that reinforce the
ideology that Middle Easterners are terrorists and Americans are heroes who fight for
democracy. The pictures combined prompt empathy and patriotism among the students and
justify American wars in the Arab world (Said, 2003; Naber, 2008). Their ultimate purpose is to
promote anger surrounding the 9/11 terrorist attacks against the United States, support for the
wars in Iraq and Afghanistan, hatred of the enemy (Muslim/Middle East/Arab), and admiration
for American soldiers’ heroism.
Additionally, textbooks include excerpts of President Bush’s address to the nation in
which he states that, “The terrorists shook the foundations of our biggest buildings but they can’t
touch the foundations of America… fellow citizens…. our freedom and way of life has been
attacked” (Pearson, 2010, p. 787). Bush described the attacks as “evil and despicable terrorist
attacks intended to frighten our nation into chaos and retreat” (p.787) and that the terrorists
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cannot achieve their goal because of American determination. Thus, the textbook portrayals of
U.S. leaders reinforce the American morale.
Interestingly enough, both versions of Glencoe textbooks include a quote from evangelist
Billy Graham as saying: “A tragedy like this could have torn our country apart. But instead it has
united us and we have become a family” (Glencoe, 2005, p.1033). Such a quote reflects the
authors’ dominant ideology in terms of what and who they value as important: White evangelist
who support a White Christian ideology (Apple, 2004; Hewitt, 2006). Pearson (2010) also
mentioned the Presidential race of 2008, Hillary Clinton as the first woman to win a major
party’s presidential primary, Sarah Palin as the second woman Vice President nominee since
Geraldine Ferraro in 1984, Condoleezza Rice—the first African American woman Secretary of
State, and Barack Obama as the first African American President. Such inclusions portray the
democratic ideology that citizens vote, make decisions, and participate in policy. In comparison,
images of Muslim women voting for the first time after the war reinforce the media
representation of Muslim women as oppressed (Zine, 2006) and not allowed to vote, thus
strengthening American students’ sense of belonging and developing them as good citizens
(Marr, 2007). On the other hand, the portrayal of Afghanistan confirms the media stereotypes
that the people live in mountains with no civilization what so ever (Figure 6.14).
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Figure 6.12 Taliban men carrying guns, Glencoe (2010, p.828)

These pictures help portray the “other” in certain ways (Said, 2002). Choosing a picture
of Taliban men carrying guns sends a message to students that Muslims are the enemy and that
they are ignorant, violent, and to be feared. According to Fairclough (2003), the issue of
activation and passivation of social actors in the textbooks is intended to draw a line between the
different social actors. For example, including excerpts of President Bush’s speech to the nation
indicates that he is an active social actor with the ability of controlling others and makings things
happen. While on the other hand, the textbooks did not include quotes by either Osama bin
Laden, Arabs, Muslims, Middle Easterners which passivated them and indicated that they are
affected by the actions of others (U.S. leaders) and have no agency (Fairclough, 2003).
Generally, textbook discussions of 9/11 and the War on Terror are very similar to the
media portrayal and representation of the events. The textbooks even selected pictures that have
been constantly portrayed in the media after 9/11. Anti-Muslim/anti-Arab ideology dominates
the textbooks. The narratives and pictures combined juxtapose American morale against Middle
East ungratefulness to the generosity and support of the United States (Kincheloe & Steinberg,
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2004). The combination of narratives and pictures represent the Middle
Easterners/Muslims/Arabs as the “other” who is uncivilized, different, anti-Western, antimodern, aggressive, violent, undemocratic, and oppressive of women (Haque, 2004; Zine, 2007).
However, Americans leaders and citizens are depicted as having high morale, upholding
democracy, standing united, celebrating diversity, maintaining women’s rights, and defending
freedom. Therefore, negatively presenting the Middle Easterner/Arab/Muslim as terrorist helps
American students to develop patriotism and nationalism.
The overall narrative of 9/11 is one of nationalistic purpose to battle terrorism and
support freedom as emphasized through the combination of narrative, direct quotes, and pictures.
Hess (2009) argued that the purpose of the textbooks’ narrative is to instill in the students’ blind
patriotism in support of the U.S. government policies on terrorism. On the other hand, the
textbook representations of Afghanistan or Osama bin Laden align with the stereotypical media
representations presenting them as the “other” who is different, less civilized, aggressive, violent,
oppressive to women, and undemocratic (Said, 2002; Haque, 2004; Naber, 2008).
Other similar patterns that emerged across the textbooks define the contours of good
citizenry versus who is considered an outsider. These patterns include:
1) Loyalty to the nation-state: Good American citizens are only loyal to their own nation
and do not have transnational connections or divided loyalties. This is emphasized in the picture
of Americans carrying or surrounding the flag and in the narrative about the terrorists having
external connections to other nations through the transfer of money and communications with
transnational terrorist groups;
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2) Competing representations: A good American citizen has specific morals as brave,
heroic, united, fair, democratic, and celebratory of women rights versus Muslims who are
portrayed as ignorant, violent, uncivilized, undemocratic, uncivilized, and oppressive to women.
Therefore, Muslim culture is represented as inferior and uncivilized in comparison to the
civilized and democratic American culture;
3) Conflating and conflicting religious identities: The textbooks conflate Arab/Middle
Eastern/Muslim all in one category presented in relation to Islam. Islam is further presented as a
religion that clash with Christianity. Thus, the textbooks represent the religions as good versus
evil. Christianity is presented as the good religion through the excerpts of evangelical Billy
Graham and President George Bush when they speak about the heroism and determination of the
American people. Islam is presented as the evil religion to which the terrorists (Muslims) belong.
There is an underlying religious ideology that assumes that the good guys (Christians) will go to
war against the bad guys (Muslims) to end world terrorism. According to Said (2002), “in the
demarcation of boundaries between good versus evil and between ‘those who are with us and
‘those who are against us’ and ‘those who are with the terrorists,’ dominant U.S. discourses on
‘terrorism’ and ‘Islamic fundamentalism’ have provided definitions of patriotism, loyalty,
boundaries and…belonging” (p.578); and
4) Underlying ideology: There is an underlying prescribed American national identity and
ideology that is White and Christian and which casts out those perceived as inferior, forcing
young Muslim American students to either assimilate to the mainstream society or be perceived
as terrorists and a threat to the nation.

332

Information excluded from the textbooks.
Generally, all the textbooks deliberately favor certain information with obvious omission
of potentially competing information. For example, in discussing the number of deaths of
Americans after the attacks of 9/11, none of the textbooks mentioned Muslims who were among
the victims in these attacks. Also, none of the textbooks mentioned the number of Afghan and
the Iraqi deaths as a result of the War on Terror. It is only fair to include the number of these
deaths as a sign of respect that they are human and their lives are as valuable as the Americans
who died during the 9/11 attack (Kohn, 2001).
Also, none of the textbooks included how the Patriot Act and government officials
targeted Muslim and Arab American citizens in business, education, jobs, social relations, and
security. None of the textbooks mentioned the violence, racism, and harassment against
Muslims/Arabs after the PATRIOT ACT was enacted. According to Haque (2004), anti-Muslim
incidents increased by 15% in 2002 as a result of Islamophobic rhetoric. Including this
information is crucial to create awareness and prevent harassment against Muslim students at
schools. According to Hess (2009), omitting important information from textbooks limits the
way students understand historical events.
Overall, none of the texts challenged the students to investigate the roots of the attacks or
to question U.S. foreign politics. Although the United States government was clearly antiterrorism, there was no mention in any of the textbooks that the United States government has
either overtly or covertly engaged in acts of terrorism (Hess, 2009; Kincheloe and Steinberg,
2004; Maira, 2009).
According to Hess (2009), “attempts within materials to be perceived as fair and balanced
illustrate core tensions about how 9/11 and its aftermath should be dealt with in schools” (p.140).
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Sleeter (2005) found this an impediment in the way of democracy since it does not allow student
participation. She believed that a conflict exists between multicultural education and the official
curriculum and consensus on what should be taught at schools. She believed that there is no set
definition of what students should learn. In order to achieve democracy, the curriculum should
include knowledge and history of marginalized groups. Finally, Maira (2009) stated that the
U.S. “empire is constructed through myriad interconnections between cultural representations,
public discourses, state institutions, and social relations that shape identification with, support
for, or dissent from imperial policies” (p.62).
Conclusion.
This chapter investigated two questions: How are the events of 9/11 and the War on
Terror presented in educational textbooks? More specifically, how are notions of nationalism,
citizenship and patriotism constructed in the context of discussing 9/11 and the War on Terror?
To examine what curricula were offered about 9/11 and its aftermath, I chose to analyze and
examine the ideological range between six textbooks including: three highly used U.S. History
11th grade textbooks adopted by and in contract with the New Mexico Department of Education
from 2011-2017 (as shown in table 6.1), Glencoe (2010), Pearson (2010), and Holt (2012). The
teachers whom I interviewed in my study also used these textbooks; George used all the listed
textbooks and Patrick used the Holt textbook. I also selected older versions of these textbooks
including Glencoe (2005), Pearson (2002), and Holt (2005) that my Muslim American student
participants used in their classrooms in order to examine how these textbooks presented the
events and the aftermath and whether there are ideological differences between older and newer
versions of the same textbooks considering the difference in production dates and proximity to
the events of 9/11.
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I framed questions to investigate the following issues: how textbooks presented 9/11 and
the War on Terror and its aftermath, how detailed they covered the events, who was responsible
for the attacks, the reasons for the attacks, the images used, how they defined terrorism, whether
competing definitions are presented, and whether the examples they gave of terrorism aligned
with the definitions. Additionally, I investigate the relationship between textbook presentation of
the events and national propaganda, how the pictures and narrative are combined to deliver a
particular message, how U.S. leaders are presented and people’s attitudes towards them, whether
the information is correct, and whether the text allowed for students’ intellectual participation,
investigation, and critique. I also investigated the information missing from the textbooks.
I found that textbooks differed on the number of pages they dedicated to 9/11 and the
aftermath, the number of pictures, the narrative style and focus, and how detailed they covered
the event. Overall, the newer versions of the textbooks covered the event in more pages and more
pictures. All textbooks used a one-dimensional perspective in the form of third person in the
narrative with the exception of Pearson (2002) since the textbook was written while President
Bush was still deciding on the war against Afghanistan. In spite of the long pages dedicated to
the event, some textbooks failed to provide detailed information and all textbooks failed to
provide a historical context surrounding the attacks.
Regarding the perpetrators of the attack, the information presented in all textbooks is
prejudiced, racist, and one sided, stereotyping many individuals and groups according to a
profiling system developed by the U.S. government and media discourses to lump together
several groups under the category Arab/Muslim/Middle Eastern. For example, Glencoe (2010
& 2005) stated that the perpetrators are “Middle Eastern groups….Muslim…. fundamentalist
militants” (p.810). This information is misleading to students since the countries that constitute
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the Middle East have changed over time and the term “Fundamentalist” does not apply to
Muslims. Further, the textbooks claim that most terrorist attacks on the United States are
conducted by Middle Easterners, which is a false accusation according to the Lawson Terrorism
Information Center’s encyclopedia of all attacks against the United States since World War II
conducted by many different ethnic, racial, and religious groups. Finally, the textbooks included
a map listing attack dates and locations assumed to be perpetrated by Middle Easterners since
World War II; the older version mistakenly included the Oklahoma City federal building
bombing by Timothy McVeigh and the newer version removed it and added a picture of Osama
bin Laden to focus on terrorist attacks conducted by Al Qaeda. This shows that the newer version
wanted to attac Al Qaeda to the Middle East and stereotype all Middle Eastern people as
terrorists to justify the War on Terror and American presence in the Arab world. Additionally,
Pearson (2010) stated that the perpetrators were Osama bin Laden and the Al Qaeda network
even though the older Pearson (2002) version stated that Osama bin Laden denied involvement
and the U.S. government merely assumed that he was the perpetrator. Holt (2012 & 2005) also
stated different perpetrators in different sections of the textbook: Osama bin Laden and Al
Qaeda, Arab terrorists, then Arab and Muslim American sleepers pointing to home grown
terrorism. This confusion over who conducted the attacks in the textbooks reflects confusion
among politicians. Using the term “Arab terrorist” is confusing since who is considered an Arab
is contested. Generally, the textbooks stereotype all Arab/Middle Eastern/Muslims as terrorists
whether they are abroad or at home. Thus, the currently adopted New Mexico Department of
Education textbooks instill hatred, Islamophobia, ignorance, and intolerance among American
students.
Furthermore, the textbooks provided illogical reasons for the attacks of 9/11. For
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example, Glencoe (2010 & 2005) stated that Muslim fundamental terrorist groups wanted to
apply “a strict interpretation of the Quran- the Muslim holy book – and return to traditional
Muslim religious laws. These Muslim movements wanted to overthrow pro-Western
governments in the Middle East and create a pure Islamic society” (p.810). These reasons are
invalid since interpretation of the Quran is complex and requires education and certification and
a pure Muslim world never existed, not even during the time of Prophet Mohammed when Islam
reached its peak since Muslims were living alongside Christians and Jews. Additionally, many
oppressed men and women across the globe who live under poverty due to neo-liberalism and
neo-capitalism hope to eradicate Western neo-liberal ideology that made only a few people rich
and left many hungry. Therefore, eradicating such an ideology is not an exclusive hope by a
group of terrorists. Overall, the textbook explanations for 9/11 were simplistic and did not
provide any historical context.
When investigating the definition of terrorism, there was no consistency between the
definitions of the term provided by Glencoe (2010 & 2005) textbooks and the examples they
gave since the definition limits the term to non-government groups acts of violence. Then, in the
examples of terrorism Glencoe’s (2010 & 2005), authors stated state-sponsored terrorism in
which they list Arab and Muslim countries. Such a contradiction proves that an Islamophobic
rhetoric dominates the textbooks, stereotypes all Arabs/Muslims/Middle Eastern, and reflects a
message to the students that populations of these countries and of the Islamic religion are
terrorists, backwards, uncivilized, and the enemy. Islamophobic and false information about
Islam and Muslims need to be removed from New Mexico U.S. History high school textbooks to
avoid division in American society. Apple (2004) argued that the knowledge we teach in schools
is a form of cultural capital that reflects the perspectives, values, and beliefs of powerful
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segments of the society that is produced and disseminated as a public and economic commodity
as textbooks. The dominant ideology uses selective tradition to favor certain information and
deliver certain messages to students. For example, there is no mention of the number of Afghan
and Iraq deaths as a result of the War on Terror; the negative effects of the PATRIOT ACT upon
Muslim and Arab American citizens in business, education, jobs, social relations and security; or
how, as a result of this law and the stereotyping of this population, violence and harassment
intensified against them. None of the textbooks challenged the U.S. government foreign policy
or provided historical analysis leading to the attacks of 9/11. All the textbooks presented the
United States as the victim of terrorism (Hess and Stoddard, 2007).
The overall combination of narrative, excerpts, and pictures deliver one-sided,
unchallenged perspective that projects a substantial divide between American citizens and
outsiders. The textbooks presented American citizens to be loyal to America without divided
loyalties and an underlying religious ideology that projects Islam as an inferior or evil religion in
comparison with Christianity, which perceived as good. Muslims/Arabs/Middle Easterners are
conflated into one category in association with the Islamic religion and projected as immoral,
barbaric, uncivilized, backwards, oppressive to women, and terrorists in comparison to
Americans who are projected as heroes, courageous, democratic, and in support of women’s
rights. There is an underlying prescribed American identity that is White and Christian in
comparison to the Muslim/Arab/Middle Eastern identity as inferior terrorists. These underlying
ideologies in the textbooks force students to assimilate to American mainstream identity and
society and maintain a blind form of patriotism in support of the U.S. government and the
American troops at war against Arab and Muslim societies. Fairclough (2003) argued that one of
the effects of texts is indoctrinating and “sustaining or changing ideologies” (p.9). Fairclough’s
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words indicate that certain groups use textbooks to embed certain ideologies by presenting the
world in certain ways to establish, maintain, and change social relations of power, domination,
and exploitation of others. As long as educational textbooks continue to serve the dominant
groups, students will continue to be fed false information and remain ignorant.
This chapter draws teachers’ attentions to the underlying ideologies and messages in
textbooks’ presentations about the event of 9/11 and the War on Terror and to the role of
selective tradition in educational textbooks to reproduce Islamophobia and construct a citizen, a
patriot, and an outsider. By doing so, this chapter participates in the overall goal of the study to
challenge Islamophobia as an ideology and a system of oppresseion that vilifies Muslim
Americans and general Muslim/Arab/Middle Eastern populations.
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Chapter 7 A Critical Anti-Islamophobic, Anti-imperialist Educational Initiative
This chapter challenges Islamophobia by providing teachers suggestions and another way
of thinking and teaching about the events of 9/11 and the War on Terror. A critical antiIslamophobic, anti-imperialist theoretical framework is used in this chapter together with
suggestions from participants, social studies teachers and Muslim American students, as well as
some implied findings from the study to develop a critical anti-Islamophobic and anti-imperialist
educational initiative that addresses the question of how to teach children about 9/11 and the War
on Terror while defying Islamophobic and anti-Muslim sentiments in educational contexts. The
anti-Islamophobic, anti-imperialist educational initiative consists of five main themes: 1)
Demystify stereotypes about Islam and Muslims that promote anti-Muslim sentiments and
Islamophobia as presented in the media and educational textbooks, 2) Develop a unit on the
historical creation of intolerance towards Muslim and Arab Americans after 9/11, 3) Conduct
historical analysis to examine the causes of 9/11, 4) Foster democratic education in the
classroom and provide support for Muslim American students, and 5) Teach students about the
constitution, moral education, and civil rights vs. common good in the context of 9/11 and the
War on Terror. Each one of these themes is described in detail in this chapter.
1) Demystify stereotypes about Islam and Muslims that promote anti-Muslim
sentiments and Islamophobia as presented in the media and educational textbooks.
All teachers in the study agreed that the media is one-sided and uncritical. Cain states
that, “the American media is described as an intellectual ghetto because it is heavily influenced
by what the government agenda is.” Cain believes that the American media is one-dimensional
and uncritical, a tool used by the government to influence people’s ideologies, opinions, and
behaviors and to encourage them to adopt hegemonic narratives. Therefore, demystifying

340

stereotypes about Islam and Muslims requires deconstructing the media rhetoric and its
hegemonic underlying ideology. According to Freire (1970), critical education is a fundamental
element of progressive social change because it helps learners become aware of the hegemonic
forces that rule their lives and shape their consciousnesses. George, for example, compares
media coverage of the Vietnam War and the War on Terror. George explains that during the
Vietnam War, the media coverage was truthful, making Americans recognize the government’s
transparency. The Vietnam War was perceived as unpopular and instigated many anti-war
movements.
Government transparency and the media near truth coverage of the event made people
believe in their authentic involvement in decision making and ending the war. However, during
the War on Terror, George believes that the government has learned from the Vietnam War how
to use the media to maintain support for the war and troops throughout the war period. He
observes how the media has to become selective on what to present and what to conceal to
control people’s ideology and consciousness, which George describes as being numbed: “I think
that the establishment has learned from that how to undermine peace efforts and antiwar efforts
without crushing skulls and arresting a lot of people, and, you know, the corporate media has a
lot to do with that.” George refers to hegemony by which the government rules sub-ordinate
groups through implied means of power rather than direct military force. One of the ways the
government employs hegemony is by attempting to convince the public that there is a free flow
of information when in fact it is selective. George elaborated saying:
For them to say that, “wow! No, we will actually make sure that you have a free flow of
information from operation Iraqi freedom. We are going to embed journalists - right there
with the troops so that you would know everything exactly as it was happening.” Well of
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course all of those reports were censored. Every viewpoint that you get is down the barrel
of the US garner cannon. I mean and that's reported to be balanced because a lot of
journalists who are totally hamstring in what they are allowed to report. Its just part of the
sham of free-flow of information; its being poised upon the public.
Even though the government promised transparency in reporting what the troops were
facing on the war ground, the government carefully selected information it presented to the
people. George realized that the free flow of information during the War on Terror was a myth
that the government propagated to convince people to support the War. The selective tradition is
important to establish and maintain a strong sense of national identity and pride since revealing
certain information about the United States Empire’s activities would put the interests of the
country at risk. Similarly, Linda believes that the United States War on Terror has hidden
implications for oil, global, economic, and financial interests rather than support of freedom.
Muslim American students in the study also expressed frustration with the media
coverage and representations about Muslim Americans. For instance, Mary believes that the
media represents the Arab culture as if it were the Islamic religion. “This is all part of culture not
religion, and I think that people mix up religion and culture together; they see that bad culture
and they introduce it as the religion to the people. And that is why they represent Islam in a bad
way because of the bad culture that we have.” Nevertheless, Naber (2008) argues that the
internal government policies and the wars overseas are part of an organized system of oppression
targeting Muslims and Arabs to achieve global financial interests and colonize the Arab world.
According to Naber (2008), the media targets Islam and portrays it as an evil religion that
supports terrorism as well as conflates Arabs/Muslims/Middle Easterners in one category as
terrorists and government policies target home grown terrorism. Therefore, the majority of
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Americans assume that all Muslims are responsible for 9/11 and agree on internal government
policies and international wars to achieve materialistic interests. Therefore, the antiIslamophobic, anti-imperialist educational initiative calls for deconstructing the media and
educational textbooks’ hegemonic ideologies to demystify anti-Muslim sentiments that have
target and marginalize Muslim Americans. Chapter 4 addressed the people and the money that
support the Islamophobic media network, and chapter 6 analyzed textbooks for Islamophobia
and anti-Muslim representations.
One way to identify the media and educational textbooks’ bias is to expose students to
diverse resources. The study shows (see chapter 6) that US history educational textbooks
currently adopted by the New Mexico Department of Education from 2011-2017 instill hatred,
animosity, ignorance, and intolerance among American students towards certain religious and
ethnic groups. Therefore, teachers need to expose their students to diverse resources that provide
wide perspectives on 9/11 and the War on Terror and reveal the one-dimensionality of the state’s
adopted educational textbooks. According to Freire (1970), teachers are transformative
intellectuals who hold specific political and social locations. Their role is to teach students to
think and act independently for the purpose of creating a democratic classroom (Sleeter, 2005)
and a more socially just world based on values of critical thinking, freedom, and equality
(Giroux, 2010). Thus, critical teachers must liberate themselves and their students from
hegemonic one-dimensional and biased ideologies encapsulated in the media and educational
textbooks’ pedagogy about Islam and Muslims and, instead, model for and embed in their
students the critical skills required to unveil the hidden curriculum and underlying anti-Islam
messages.
For example, George believes that textbooks encompass a particular ideology and
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delivers it in a way intended to indoctrinate students. In many cases, the ideology is a political
view that does not match George’s beliefs. George prefers to use a textbook that presents
different competing and contesting perspectives to help students uncover hegemony and
propaganda. In order to rupture the ideological hegemony presented in the textbooks, George
selects certain sections from textbooks and exposes students to other sources based on their
reading level in order for them to identify hegemony and develop their own perspectives. George
takes his teaching a step further by encouraging his students to write an analytical critique about
the textbook to the publisher. Similarly, Cain and Bill expose their students to diverse resources
to help them formulate an opinion and argue and defend it in the national US Constitution
competition. Such pedagogy helps students develop critical thinking and opinion formation
skills, thus making students invulnerable to stereotypes about Islam and Muslims and helping
teachers defy Islamophobia. In her article “Images of Islam in US Media and their Educational
Implications”, Jackson (2010) suggests that:
When teaching about controversial minorities in social studies coursework a thematic
approach is best, which explores various representations of a particular subject: the
minority group that is being explored in the formal curriculum, simultaneously. By
examining the group as represented in multiple forms of Media from film and television
to the radio, music, and so on, students are best able to capture the broadest possible view
of existing perceptions and perspectives on the group in question, and therefore best able
to develop an informed, independent, critical view of the group for themselves (Pp.2425).
Secondly, all teachers in the study state that they try to dispel myths about Islam and
Muslims by using several strategies including, as Patrick says, “showing that terrorism isn’t

344

new” and thus, negating the idea that terrorism is exclusively an act done by Muslims as a result
of following their violent religion: Islam. For instance, Patrick helps his students see that
terrorism is not only perpetrated by some Muslims but a tactic used by many other groups to
achieve social and political change. Patrick gave his students examples of other groups, “the
IRA, for example, when we had the group present on the Irish revolution we made connections
between the IRA and current terrorists” to prove to his students that terrorism is not new but
committed many times in history. Similarly, Linda’s passion for teaching makes her feel
responsible to dispel many of the myths presented about Muslims by giving examples of other
groups who have committed terrorist acts and have not been stereotyped as terrorists:
If a fundamentalist Christian kills an abortion doctor, does this mean that all Christians
are murderers? And, unfortunately, that is the kind of picture that is painted for us in
America for people that are from the Middle East. So, I try to dispel that myth that
terrorism is not a religious belief except for maybe fundamentalists that are on the edge
or it is not Arab people.
By comparing the 9/11 attackers and other groups who have committed terrorism, students
would be able to understand that terrorism is not something new but an act committed done
several times in history by various groups.
A third strategy to demystify stereotypes about Islam and Muslims is to learn and teach
about Islam. Linda states that the reason behind Islamophobia and misconceptions about
Muslims is ignorance and intolerance:
Ignorance, I mean it is something that Americans aren’t comfortable with in general, they
are not familiar with it and I think it may just be education. I never taught world history,
but I know that, over the years, when you teach world history, you teach Western
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civilization, you don’t teach Eastern civilization as much- it 's gotten better but the
parents of my children had Western civilization, and I think, until we understand as a
nation history of the world, we are so bigoted and biased I guess to look at something
different.
Linda states that parents, too, were never taught about other cultures and civilizations and
are ignorant about Islam and Muslims. Linda believes that the reasons are arrogance in the way
the curriculum puts emphasis only on Western civilization as if it were the only civilization
worthy of investigation (Kincheloe & Steinberg, 2004). As a result, neither the students nor their
parents learn about other civilizations, specifically the Islamic civilization and its role in the
current world. Therefore, ignorance makes people vulnerable to believing misconceptions about
people from other parts of the world or who are perceived as different. Indeed, Apple (2004)
states that even critical teachers are not immune from the influence of the media and politicians.
Linda believes that since information particularly about the religion is obscured, education needs
to confront misconceptions. Thus, if teachers studied about Islam, they would be able to show
their students the commonalities between Islam, Judaism, and Christianity as Patrick suggests.
Furthermore, teachers would be able to identify the hegemonic misconceptions and
commonsense that saturates society will false ideologies about Islam as a religion and Muslims
(Apple, 2004). They would also become less vulnerable to believing everything they hear in the
media or read in educational textbooks about this population. Learning about Islam would also
enable them to correctly and confidently teach their students, alleviate false misconceptions that
accuse Islam of being a terrorist or violent religion, and would defy Islamophobia, intolerance,
and discrimination against Muslims. I learned from Bridget, one of the Muslim student
participants, that there is a teacher's institute organized yearly by Dar Al Islam in New Mexico
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that sponsors non-Muslim teachers to attend an intensive training on Islam for two weeks in the
summer. There is a free application online at: http://www.daralislam.org. The institute pays
teachers to attend this training as a way to educate Americans about Islam and defy
misconceptions.
Finally, many Muslim American students believe that Americans who have no contact
with Muslims have negative perceptions about Muslims. For example, Mary insists that educated
Americans don’t think that Muslims are terrorists like the mainstream media propagates,
“especially if they know Muslims or have Muslim friends or have encountered Muslims, they
would definitely not talk like that about Muslims.” Mary sees that the main source for nonMuslim Americans’ knowledge about Muslims is their direct contact with them. Similarly, Linda
complains that, “we don’t have enough contact with Muslim people.” Linda wishes there were
more Muslims students in the school or she had enough contact with Muslim people in order to
“have more knowledge about their culture.” Linda believes that direct contact with Muslim
people would have helped mitigate misconceptions presented in the news media. In fact, teachers
could invite Muslim students, leaders, or community members to come and talk to their
classroom about Islam and Muslims to clarify misconceptions and erase some of the “us” vs.
“them” mentality. For example, Henry states that the University’s Muslim Student Association is
invited each year to talk about Islam in different high schools. Community members have also
been invited to talk in churches and universities about Islam.
Many studies have documented the efforts of people from the Muslim community to
educate non-Muslims about Islam. For example, in her book Mecca and Mainstream, Abdo
(2006) recorded an interview with Sheikh Hamza Yusuf, a Muslim convert whose persona
transformed from a contemplative scholar who offered private lessons to his students to a
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political imam when he agreed to President George W Bush’s request after 9/11 to become the
Muslim cleric photographed at the White House to show the world that America was not at war
with Islam. Sheikh Hamza is also the founder of the Zaytuna Institute. Abdo (2006) also
highlighted the role of some Muslim feminists such as Ingrid Mattson, a Canadian convert who
studied art and philosophy in Paris and is currently a Professor of Islamic Studies and ChristianMuslim Relations and the Director of the Macdonald Center for the Study of Islam and
Christian-Muslim Relations. Ingrid has influence in the Muslim and non-Muslim world; she
highlights women’s rights through her knowledge of Islamic history and her ability to cite early
interpretations of Islamic law. Therefore, there are men and women dedicated to educate nonMuslims about Islam nationally and locally at the Islamic Center of New Mexico
(http://www.icnm-abq.org).
2) Develop a unit of the historical creation of intolerance towards Muslim and Arab
Americans after 9/11
Bill and Cain suggest developing a unit about intolerance towards Muslim and Arab
Americans after 9/11 including details about 9/11 and the War on Terror. Surprisingly, 9/11 and
the War on Terror are not part of New Mexico social studies state standards, so many teachers
including Linda and Patrick do not discuss it except when time allows and only as current events.
Linda says that, “if the state standards said you had to teach about the War on Terror, which they
don’t at this point, we would of course do that.” Even though 9/11 and the War on Terror
influenced Americans lives, a 2005 Public Agenda on Special Report on Terrorism poll showed
that 46 percent of adult Americans believe that 9/11 is the most important event that happened
during their lifetime. Similarly, 9/11 changed Muslim Americans’ lives dramatically in terms of
their civil liberties, social and cultural citizenry, acceptance, and participation as well as identity
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and sense of belonging. Therefore, not teaching about 9/11 and the War on Terror means that
issues of Islamophobia, discrimination, and racism against Muslim Americans will never be
addressed in the classroom. According to Sirin and Fine (2008), since Islamophobia is produced
and reproduced through teacher’s indifference to Islamophobic behaviors towards Muslim
students, their reluctance to teach about the topics facilitates an Islamophobic culture in the
classroom that scares Muslim American students. Indeed, many of my Muslim student
participants showed frustration over teachers avoiding to address the topics in the classroom.
Francis tells me:
The thing that was bothering me in high school is like my teachers wouldn’t talk about it.
The topic that you can’t talk about! Which made it worse because the kids were so
ignorant during that time. I think it would have been better if somebody actually sat them
down and had a discussion with them and, you know, just had some dialogue to
understand what is going on.
According to Giroux (2010), educational curriculums should not be treated as sacred texts but
flexible enough to allow re-reading and re-formulating politically diverse expressions. This
principle calls for naming Islamophobia and examining its causes and remedies as well as
investigating educational curriculum and pedagogies to examine the presence or concealment of
Islamophobia. Therefore, including 9/11 and the War on Terror in a scheduled curriculum would
make teachers feel obligated to instruct the topics, help Americans become educated, and
generate tolerance towards Muslim Americans.
Since 9/11 and the War on Terror is not part of New Mexico state standards, many
teachers get confused about what to teach about these topics. Sleeter (2005) argues that “there is
no one definition of what everyone should learn, that school knowledge should be opened up to
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knowing from historically marginalized communities, and that the curriculum decision making
should include bottom-up input. Further, what is taught in any given classroom should be
culturally relevant and meaningful to the students who are there” (p.175). Therefore, teachers
should liberate themselves (Freire, 1970) and their students by extending their instruction beyond
the standards, seeking external resources, and including Muslim American student narratives to
paint a more complete picture of the events of 9/11, the War on Terror, and the aftermath. Freire
(1970) calls for understanding private problems in relation to larger public issues and that the
way we think about politics shouldn’t be separate from how we understand the world, power,
and how we live our lives (Apple, 2004). This principle encourages an investigation of the
relational analysis of the social, cultural, pedagogic, and political systems of oppression that
work together to oppress Muslims. One topic to consider teaching about is the intolerance and
discrimination against Muslim Americans after 9/11 and how this negatively influenced their
identity and well-being, which entails focusing on two levels of discrimination against Muslim
Americans: government policies after 9/11 and the socio-cultural practices that targeted Muslim
Americans and discriminated against them.
First, a unit on intolerance and discrimination against Muslim Americans requires
teaching about government policies after 9/11 and laws that directly discriminate against
Muslims such as: the Patriot Act that authorized spying on individuals suspected of terrorism
(Doyle, 2002), the National Defense Authorization Act that allows indefinite detention without
trial or even killing an American citizen if perceived as a terrorist suspect, and the Transportation
Security Administration (TSA) that targets Muslim Americans and harasses them in the name of
national security, which happened to all the participants at the airport any time they travelled.
According to Abu El-Haj & Bonet (2011), such national policies help define Muslim Americans’
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sense of belonging in the United States that goes beyond their nation-state citizenship. These
regulations and national policies determine specific civil, political, and socio-cultural rights
depending on a groups’ position in society’s racial hierarchy.
Second, a unit about intolerance towards Muslim Americans should include the social
and cultural practices that have discriminated against Muslim and Arab Americans and fostered
Islamophobia, intolerance, and rejection of Muslim Americans as part of the larger American
community (Naber, 2008). According to Freire (1970), students’ experience of the world must
become an object of analysis, which necessitates critically analyzing the factors that shape the
meanings of their daily lives. This principle validates Muslim American students’ experiences
and calls for the examination of such experiences to make and remake critical anti-Islamophobic,
anti-imperialist pedagogy. As indicated in this study, Muslim American students reported having
been exposed to verbal and physical abuse by peers and even teachers due to ignorance and
misunderstanding. They face daily challenges because of negative stereotyping and prejudice
that has saturated the American community against them.
The Islamophobia that exists in society and the widespread negative images of Islam
influence Muslim Americans’ identity negatively and make it difficult for them to visually
express their Muslim identity for fear of discrimination. Muslim women who wear the hijab or
cover in an Islamic manner so as to obey the Islamic religion in particular become targets of
oppression and discrimination. Until society becomes friendlier towards Islam and Muslims,
such discrimination will continue. Teachers play critical roles since their jobs authorize them to
educate Americans and defy misconceptions about Islam and Muslims, 9/11, and the War on
Terror. Therefore, teaching a unit about intolerance and discrimination against Muslim
Americans would project a realistic understanding of how this population has been targeted and
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are victims of discrimination and racism in contrast to the media and politicians’ narratives that
present them as aggressors and violent.
3) Conduct historical analysis to examine the causes of 9/11
According to Giroux (2010), with the rise of technology, communication, and
globalization, the world became interconnected. Therefore, the local must be understood in
relation to global and transnational forces. For example, after 9/11, particularly with the War on
Terror, America’s foreign policy plays a role in shaping Muslim American students’ identity in
terms of their religious affiliation, American citizenship, and their relationship with their
ancestral home country. Therefore, a unit that addresses intolerance towards Muslim American
students and how that negatively influence their lives, identities, and sense of belonging needs to
be understood from a global imperialist perspective (Maira, 2009) and needs to be complemented
by a unit conducting historical analysis that projects into the future and addresses America’s
foreign policy before and after 9/11.
George suggested conducting a historical analysis to look for multiple causes for and
perspectives about 9/11 rather than accepting simplistic explanations for complex issues.
According to Freire (1970), history must be seen as an opportunity to learn from the past and not
a deterministic factor that dictates the future. This calls for critically analyzing history to
examine the roots of Islamophobia and anti-Muslim sentiments and use this information as
means to understanding current and future events. I introduced some historical analysis of the
roots of Islamophobia in chapter 2 and some history on Israel/Palestine and Arab conflicts and
how government anti-Muslim policies have targeted Muslim and Arab Americans before and
after 9/11 in chapter 4.
On the other hand, George tried to develop a Freirean (1970) notion of critical
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consciousness based on analyzing what seemed to be common sense through conducting
historical analysis and interpretation:
Maybe this particular history cause this to happen and this is as a result of this, this
actually happened. On the Palestine/Israel issue, you can look at that from a variety of
perspectives and notice if what we are looking to do is to cast blame, we have to cast
blame for that unfortunate development for world history in a number of places: in
European empires and events transpiring in Eastern Europe and events transpiring in the
Middle East, the Ottoman empire, and going back to Rome actually but more than one
cause. If there is cause and effect, there is cause emanate from a variety of places and to
understand how they ductile together to produce some great phenomenon like the unrest
in the Middle East or 9/11 if you will or the marine barracks in 1982-1983, you have to
dig deeper than just the rhetoric of politicians and look for a variety of causes, and if
there is cause and effect once again, there is that notion that there are a variety of causes.
George urged his students to apply notions of perspectivism and look for a number of causes
from different points of view and then examine the effects they produce. In order to examine the
causes of 9/11, he encouraged his students to look at history as a continuum and try to bring the
past into the present to make better decisions for the future. George believes that teaching about
9/11 and the War on Terror as a unit could be linked to other units in the curriculum. For
example, he discusses the historical cord that connected World War I and II with the Middle East
and issues of nation formation, sovereignty of nations, and the United States interest in the
region. Then, he showed his students how these issues were linked to 9/11 attacks, the War on
Terror, and contemporary incidents that connected to the United States’ invading Iraq, toppling
of Saddam Hussein, attacking Afghanistan, and overthrowing the Taliban.
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George also believes that economic and hegemonic interests rather than human rights and
freedom drive the United States foreign policy, including the War on Terror. George believes
that the United States’ position in the Arab Spring in which it seems to pick winners (Libya) and
losers (Bahrain & Syria) in protest movements provokes criticisms about the hallmarks of
democracy and freedom in the United States. It also reflected hypocrisy in overthrowing an
authoritarian regime like the Taliban that oppresses women and supporting a rigid monarchy that
continues to oppress women like Saudi Arabia. George believes that, although perhaps
unintentional, the media helped reveal the American government’s hypocrisy and inconsistency
in foreign policy. He hopes this causes a consciousness awakening for the American people to
realize that their government does not really support human rights and freedom but rather
follows its economic and hegemonic interests in the region.
Bill and Cain, on the other hand, suggest “comparing Muslim and Arab American
experiences to Japanese Americans in camps, to the civil war, the violations of civil liberties and
civil surveillance as well.” Patrick sees parallels between the Cold War and Terrorism in the way
that both have been used to instigate fear among people. This fear allowed the government to
establish national laws that take away people’s rights and civil liberties in the name of safety; it
also justified the wars against other nations and abuse of civilians in other countries. Also,
Patrick asked his students’ questions that help them conduct historical analysis to identify
historical connections between the Al Qaeda, Osama bin Laden, the Taliban, and America’s
support and involvement with these “terrorist” organizations during the Cold War against the
Soviet Union. Therefore, Patrick suggests linking the 9/11 and the War on Terror unit to the Cold
War and highlighting how the fear of Islam replaced the fear of communism. By doing so,
students would learn that although history tends to repeat itself, people can learn from previous
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mistakes and correct them in the future (Kincheloe & Steinberg, 2004). Kincheloe and Steinberg
(2004) similarly argue for a historical analysis of the relationships between Islam and the West,
from the rise of Islam in the seventh century to the Crusades and the Ottoman Empire, and the
rise of other Muslim societies and then European colonialism and American hegemonic
dominance. Indeed, according to Maira (2009), “Islam has been packaged for U.S. and Western
communities in ways that obscures historical and political conflicts and movements tied to U.S.
Empire” (p.29). Therefore, historical analyses need to be conducted on the sequential history of
the relationship between Muslim and Western societies in order to understand the events
happening today.

4) Foster Democratic Education in the Classroom and provide support for Muslim
students.
One of greatest challenges in common among Patrick, George, Bill, and Cain is handling
students’ dispositions, particularly when they take discussions personally or disrespect others’
opinions. Freire (1970) repeatedly argued that students’ prior knowledge should be part of the
curriculum. “To teach is not to transfer the comprehension of the object to a student but to
instigate the student, who is knowing subject to become capable of comprehending and of
communicating what has been comprehended” (Freire, 1998, p.106). In order to apply Freire’s
critical pedagogy, teachers must consider students’ dispositions and the knowledge they bring to
class as part of the curriculum. Freire argued that educational content should involve a dialogical
methodology to discover reality and people’s perceptions of it, which will stimulate awareness.
Similarly, Sleeter (2005) encouraged teachers to develop a curriculum that focuses on students
and their lives as a source and production of knowledge as it will include students of
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disadvantaged backgrounds, validate their knowledge and experience, and make the curriculum
relevant to their lives.
In the context of post 9/11 and the War on Terror, teachers could discuss with students
the effects of 9/11 and the War on Terror on their personal lives. Teachers could also develop an
open-ended class discussion asking questions such as: How has 9/11 and the War on Terror
changed your life? This strategy would give students a chance to express their fears, concerns,
sadness, and misunderstandings about the topic and Muslim American students a chance to also
share their experience with their peers thus, creating a democratic classroom in which students
could skillfully discuss controversial issues and come to understanding and agreement on
common places and conflicts (Hess, 2009). Bill and Cain were aware that the diversity of the
students in their classroom generated interesting conversations and different perspectives on
issues. With good leadership, the diversity of the class can help students build respect, discussion
skills, critical thinking, and democratic values (Hess, 2009). For example, Bill and Cain handled
students’ dispositions by letting students express themselves, even if the discussions were
unproductive and irrational, then return to the topic on another day when dispositions cooled
down. This strategy worked for Bill and Cain, and they have seen students’ behaviors transform
from being angry and intolerant at the beginning of the year to being “hungry to learn the truth.”
Furthermore, controversial events are golden opportunities and teachable moments to
develop students’ democratic education skills. Some teachers shy away from controversial topics
to avoid conflict in the classroom or to avoid labeling students ideas as misconceptions. But Hess
(2009) argued the opposite; that such controversies are, in fact, opportunities for students to
share their views and broaden their thinking. George practiced this strategy when, after 9/11, he
neglected the unit they were studying and chanelled students’ focus to what was happening at the
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moment. He asked them about what they thought caused 9/11. By asking students their thoughts,
George focused on students’ prior knowledge and histories relating their own lives to what is
being taught. Therefore, teachers could teach about controversial issues by first examining
students’ conceptions and then developing a curriculum or a lesson plan purposely to help them
develop critical thinking to assess their pre-conceptions and correct misconceptions.
According to Freire (1970), critical education views dialogue as essential to the act of
cognition, which unveils reality. Therefore, true education emerges only through dialogue and
communication. He suggested that critical education that generates critical thinking happens
when both students and teachers are simultaneously exchanging roles as student and teacher
through dialogical relations, which shifts the emphasis from teachers to students and provides
students with opportunities to engage in discussions and be held accountable for their own views
instead of being receivers of knowledge from the teachers. Therefore, discussion about
controversial topics between the teachers and the students generate learning and democratic
skills.
According to Giroux (2010), teachers are transformative intellectuals who hold specific
political and social locations and whose roles are to teach students to think and act independently
for the purpose of creating a democratic classroom and a more socially just world based on
values of critical thinking, freedom, and equality (Giroux, 2010). George, for example, instilled
in his students perspectivism from the beginning of the year, “recognizing, understanding and
respecting different points of view. Together with values verification and skills and
deconstructing propaganda and appreciation for multiple causation, and historical significance
deserves critical thinking areas that are a part of every unit that I develop and share with my
students.” Classrooms with students from diverse backgrounds and experiences highlight diverse
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prior knowledge, ideologies, narratives, and cultures as well. George explains that authenticating
other perspectives does not come naturally but requires certain skills. He developed his students’
skills to deconstruct propaganda and political agendas, which he believes are the main tools that
construct difference among people. In his opinion, if students learn how to deconstruct
propaganda, they will not be influenced about how to think or treat other people, and
consequently achieve perspectivism. Therefore, it is the teacher’s role to educate students about
morals and discussion etiquette even when they hear arguments or diverse opinions about 9/11,
the War on Terror, or any other topic (Sleeter, 2005). Democratic education requires students to
be able to debate, listen to others, speak their minds, learn to build empathy, and listen with their
hearts and minds. Patrick, for instance, suggests modeling expected behavior for the students,
“asking for respectable discourse, educating on the facts, asking them to look for the facts
themselves, and then helping them to be aware of bias in the media”.
On the other hand, teachers could provide support for their Muslim American students by
fostering positive feeling about their identity, citizenship, and sense of belonging. Muslim
American students state that they were shocked by the attacks and the aftermath of 9/11 and how
the environment at school became undemocratic, hostile, and unwelcoming to them and fellow
Muslim American students. Their peers started treating them as outsiders who had hands in what
had happened and verbally abuseing and calling them “terrorists” and “sand diggers.” Some
students even got into fist fights with their peers and some teachers even harassed them and
discriminated against them. Muslim American students also faced discrimination, racism, and
harassment outside of schools in the streets, at work, and at the airport. All these experiences
with harassment negatively affected Muslim American students and their sense of belonging. As
the leaders of the classroom, teachers could either foster Islamophobia like the examples
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recorded by Muslim American students Mark, Darla, and Francis in chapter 4 in which their
teachers verbally abused them, called them terrorists, insulted their religion, deprived them of the
opportunity to educate their peers about Islam, and gave them bad grades. On the other hand,
teachers could develop a community of support in the classroom for Muslim American students,
which is what happened for Heidi. Heidi had well-educated and non-biased teachers who
supported her and tried to educate the students on facts rather than reinforce the negative
mainstream perceptions of Muslims. Clearly teachers play an important role in alleviating
misconceptions about Islam and Muslims and educating the students about democratic values
and tolerance (Sleeter, 2005).
5) Teach students about the United States Constitution, morality and civil rights vs.
common good in the context of 9/11 and the War on terror
Muslim American student participants Mark and Darla believe that their teachers were trying
to instill blind patriotism (Hess, 2009) and support for the United States President and troops and
that they were not allowed to critically think about the policies or question them. Teachers even
made it clear that either the students showed strong support for the war against Afghanistan or
they would be considered unpatriotic Americans who were sympathetic with the perpetrators of
the attacks. According to Giroux (2010), critical anti-Islamophobia pedagogy recognizes the
pedagogical threats imposed on democracy by a corporate and militarized warfare state that
corrodes the moral and civic capacities of citizens. Thus, educational sites could act as venues to
affirm moral values and develop a critical citizenry. Critical teachers foster patriotism and
critical citizenry on an ethical basis that does not compromise human rights or overlook
oppressive actions. Therefore, to examine the legitimacy of the War on Terror and the civil rights
of American citizens in a democratic society, students need to learn about the United States
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Constitution and Bill of Rights (Hess, 2009). Bill and Cain teach their students foundational as
well as contemporary political and government information that provides students with an
understanding of how the United States is governed. They also teach about government laws,
torture, citizenship rights, and rights for non-American citizens. Students learn to understand
almost any political topic: judicial, economic, and social.
Studying the Constitution would provide students with the foundations, socio-cultural,
political and historical context and laws of the society in which they live. Furthermore, studying
the constitution would provide students with an understanding of civil rights and responsibilities
of the country, the government, and other citizens (Hess, 2009). Additionally, students would
learn about the legitimacy of torture or deportation with or without due process for nonAmerican citizens and terrorist suspects as well as civil liberties, violations by Congress and the
President, and many other issues surrounding 9/11 and the War on Terror. Studying the
Constitution is very important to all students, particularly Muslim American students, to
understand their rights and be able to defend themselves using the law when their rights are
violated (Abowitz & Harnsih, 2006).
On the other hand, students also need to be able to evaluate the consequences of the War on
Terror and formulate an opinion about the reasoning for the war in response to the 9/11 attacks,
if it has achieved common good for all United States citizens, and, if not, what could have been
an alternative decision or what can be done now to alter the situation. According to Freire
(1970), “liberation is praxis: the action and reflection of men and women upon their world in
order to transform it” (p. 79). Teachers could use critical pedagogy to engage students in critical
thinking about the consequences of the War on Terror and formulate opinions that alter policies
in the future. For example, George suggested discussing the impact of the War on Terror on
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returning soldiers’ lives and the suicide rate. This could be discussed with students in the form of
open-ended questions such as: what are the psychological effects of the War on Terror? (mental
illness, increased suicide rates with recent wars, suicides in the theaters of war, after coming
home and their memories during the war, difficulty to achieve a peaceful life after the war,
madness of war). Other consequences of the War on Terror that directly influence society,
particularly youth, and the questions teachers could ask regarding these consequences include:


Economics: how has the War on Terror impacted the US and global economy? (This
question has been derived from George’s discussion about the economic benefits of
the War on Terror.)



Loss of lives: If you are a country leader, would you consider loss of lives a valid
reason to declare war as the best solution to the problem? Would you consider other
options? Support your argument with data from the War on Terror. Teachers could
also discuss the number of lives lost on both sides of the War and sadness that
accompanies the loss of loved ones.



Civil rights: What effect does the Patriot Act have on civil liberties for Americans, as
written in the policy and as it played out in events covered in the news?



Accomplishment of the mission: has the United States accomplished its mission in
curbing terrorism worldwide? Support your argument with data.



International relations: has the understanding of Islam in the West changed since
9/11? How did the War on Terror influence the United States’ international
relationships with other nations? In your opinion, is there a relationship between the
War on Terror and the Arab Spring? Justify your opinion. Provide other alternatives
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to the War on Terror (This question is derived from Linda’s and George’s discussions
about the Arab Spring and the United States relationships with Arab societies.)
By answering these questions and providing students with tools and an environment conducive
to asking their own questions and disagreeing, dialectical and dialogical processes emerge and
students will be involved in their learning, become critical thinkers able to formulate decisions,
and exercise democracy to alter oppressive situations and acquire common good. According to
Freire (1970):
Education as the practice of freedom – as opposed to education as the practice of domination
– denies that man is abstract, isolated, independent, and unattached to the world; it also
denies that the world exists as a reality apart from people. Authentic reflection considers
neither abstract man not the world without people, but people in their relations with the
world. In these relations consciousness and world are simultaneous: consciousness neither
precedes the world nor follows it (p.81).
Third, critical educators and teachers could organize events and activities that develop
morality and good citizenship skills in their students. One strategy is to help students engage in
discussions about social, cultural, and political issues impacting themselves, their families, and
their communities and formulate ways to counter such impediments. Another example strategy is
to help students participate in an activity that creates awareness in the American community
about a social, cultural, political, or educational concern and interact with people in the
community about ways to tackle such concerns. These strategies will help all students, including
marginalized Muslim American students, to engage in activities and discussions that help them
become active citizens and reclaim their cultural citizenship as active members of the American
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community, which will “help them to build a strong sense of social belonging and civic
engagement” (Abu El-Haj, 2009, p.8).
Conclusion.
In this chapter, I provided some suggestions based on my participants’ expertise and
experiences for an anti-Islamophobia educational initiative to teach about 9/11 and the War on
Terror while defying Islamophobia and anti-Muslim sentiments in educational contexts. I
discussed five main themes.
First, I suggested demystifying stereotypes about Islam and Muslims by deconstructing
the media and educational textbooks’ hegemonic ideologies that have targeted Muslims and
fostered Islamophobia. This could be done in four ways: 1) exposing students to diverse
resources that address the topics; 2) showing that terrorism is not new and giving examples of
other terrorist groups who have committed terrorism such as the IRA and Christians who kill
abortion doctors and burn abortion clinics; 3) learn and teach about Islam and Muslims to
understand and detect stereotypes presented about the religion or the population; and 4) invite
Muslim students, leaders, or community members to talk with students about Islam and Muslims
and to educate Americans about this population in order to alleviate misconceptions.
Second, I also discussed developing a unit on intolerance of Muslim and Arab Americans
after and including 9/11. This unit would be formally scheduled in the school year curriculum so
that teachers feel obliged to research and teach it. This unit includes teaching about two aspects:
(1) intolerance and discrimination against Muslim Americans after 9/11 and how this has
negatively influenced their identity and well-being; and (2) an investigation of the relational
analysis of the social, cultural, educational, and political systems of oppression that work
together to oppress Muslims, for example, teaching about (a) government policies and laws that
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developed after 9/11 and targeted Muslim and Arab Americans; and (b) social and cultural
practices that discriminated against Muslim and Arab Americans and fostered Islamophobia,
intolerance, and lack of acceptance of Muslim Americans as part of the larger American
community.
Third, develop a unit conducting historical analysis that projects into the future and
addresses America’s foreign policy as well as nation-based policies and laws that have targeted
Muslim and Arab Americans in the United States before and after 9/11 and the socio-cultural
racism, intolerance, Islamophobia, and discrimination towards Muslim and Arab Americans after
9/11. George suggested conducting historical analysis to identify the causes of 9/11 and look for
repeated events in history to learn from them. Additionally, Bill and Cain suggested, “comparing
Muslim and Arab American experiences to Japanese Americans in camps, to the civil war, the
violations of civil liberties, and civil surveillance as well.” Patrick saw parallels between the
Cold War and Terrorism in the way that both have been used to instigate fear among people.
This fear allowed the government to establish national laws that have taken people’s rights and
civil liberties in the name of safety; it also justified the wars against other nations and abuse of
civilians of other countries. Also, Patrick asked questions during class that help them conduct
historical analysis to identify historical connections between Al Qaeda, Osama Bin Laden, the
Taliban, and America’s support and involvement with these “terrorist” organizations during the
Cold War against the Soviet Union.
Fourth, including students’ dispositions as part of the curriculum and starting with their
experiences and perspectives to build a curriculum will foster a moral and democratic education
in the classroom in which students develop skills of listening, formulating opinions, debating,
and learning while being respectful to other’s opinions. This would provide support for Muslim
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students and will help them positively develop their identity without fear of discrimination or
harassment.
Finally, in the context of the War on Terror in which the society is saturated with hatred
and negativity towards Muslim Americans, students need to learn about the United States
Constitution to be able to identify their rights as well as the rights of other American citizens,
including Muslim Americans. Such study is also essential for Muslim American students to learn
about the Constitution and the Bill of Rights to defend themselves if violated against.
Additionally, teachers need to instruct students about moral education in which students are able
to evaluate civil rights vs. common good; one way to do this is to discuss psychological,
economic, and international consequences of the War on Terror and evaluate if there were
another alternatives. Teachers could develop good citizenry and sense of belonging in the
students by organizing events in which the students address concerns in the community and
develop strategies to tackle these issues.
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Chapter 8 Conclusion and Discussion
The events of 9/11 and the aftermath continue to cause life changes for many Americans,
particularly Muslim American students. Muslim students have been exposed to verbal and
physical abuse by peers and teachers due to Islamophobia, ignorance, and misunderstanding. It is
essential for teachers to instruct about 9/11 and the War on Terror at schools to eliminate
misunderstandings and intolerance towards a vulnerable population. In spite of its importance,
many schools have not implemented the topic as part of their curricula. It is not even included as
part of social studies state standards (http://www.ped.state.nm.us/standards/SocialStudies
/SocialStudies9-12.pdf). Recent editions of US history textbooks include some information about
9/11 and the War on Terror that seems one sided. This begs the questions of how teachers
instruct about the topics, how the curricula in the form of textbooks present the topics, and how
similar educational experiences together with social and cultural experiences influenced Muslim
American students’ identity, sense of citizenship, and belonging.
Therefore, the purpose of this study was to explore three issues: (1) Muslim American students’
social, cultural, and educational experiences since 9/11 and how this has impacted their religious
and national identity as Muslim Americans; (2) teachers’ pedagogy of 9/11 and the War on
Terror; and (3) representation of 9/11 and the War on Terror and how notions of nationalism,
citizenship, and patriotism are constructed. To investigate these issues, I used qualitative
research interviews and textbook analyses. In this chapter, I will review major findings from the
study; describe the study’s implications for educators, teachers and policy makers; and explore
its limitations and directions for future inquiry.
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Findings
This study contributes to post 9/11 area studies and answers the following research questions:
What are Muslim American students’ social, cultural, and educational experiences post 9/11?
What is the relationship between Muslim American students’ experiences and their sense of their
personal, religious, and national identities? What are teachers’ pedagogies on 9/11 and the War
on Terror? How are the events of 9/11 and the War on Terror presented in educational
textbooks? More specifically, how are notions of nationalism, citizenship and patriotism
constructed in the context of discussing 9/11and the War on Terror? The study draws from
interdisciplinary literature that pulls together history, social and cultural studies, critical
education, imperial studies, identity studies, and politics to analyze the data and answer the
aforementioned research questions.
Regarding Muslim American student participants’ social, cultural, and educational
experiences in post 9/11, all Muslim students agreed that the events of 9/11 and the aftermath
have changed their lives at and outside of school. At schools, Muslim American students stated
that their teachers played the events on TV all day in the classroom. Muslim American students
felt that, within a few days, the government changed their rhetoric from being concerned about
the 9/11 attack to the need to take action and launch military action to defeat the bad guys.
Muslim American students stated that they were shocked by the attacks and the aftermath. Their
peers started treating them as outsiders who had hands in what had happened and verbally
abused them calling them “terrorists” and “sand diggers.” Some students even got into fistfights
with their peers. Muslim American students stated that 9/11 changed the whole environment at
school to being undemocratic, hostile, and unwelcoming to Muslim American students. There
was an overall “Us” vs. “Them” mentality; military personnel started recruiting Muslim
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American students to serve in the army; and there was a growing surge of patriotism in whom?.
Some teachers started targeting Muslim students calling them terrorists, insulting their religion,
and undermining their academic achievement. School was particularly hard for Muslim students
wearing the hijab because they experienced discrimination and isolation for looking different.
Some participants shared stories about their university educational experiences in classes that
included anti-Islam material, and when questioned, their teachers/instructors’ responded by
either rolling their eyes or threatening the students to kick them out of the classroom. Professors
and teachers who were non-biased and tried to explain to students that Islam is a peaceful
religion and Muslims are not terrorists faced resentment from many students.
After 9/11 and in the context of the War on Terror, Muslim American students also faced
Islamophobia and discrimination outside of schools. The dynamics at home changed for many
participants. The rise of crimes against Muslims nation-wide caused some participants’ families
to experience fear and isolation. A second group exercised fear-based-assimilation by visually
showing support to the United States and the troops either by putting the American flag outside
of their homes or wearing all American t-shirts as well as hiding any identification that affiliate
them with Islam. A third group became more empowered after 9/11 and resisted assimilation to
the mainstream society and discrimination by either the government or the public. Muslim
American participants also faced harassment in the streets with people calling them names or
telling them to go home. Similar to Sirin & Fine’s (2008) study in which participants recorded
surveillance experiences at the airport, three of my Muslim American student participants
complained that TSA targeted them every time they travelled for advanced search under the
guise of “random selection.” This shows that my New Mexico participants are examples of these
national trends. Participants also felt people feared them when they rode with them in airplanes
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or buses. At work, Muslim American students, particularly women wearing the hijab, faced
discrimination; one participant was told she would not be able to climb her career ladder for
wearing the hijab.
Government policies within the United States borders have targeted Muslim American
students, scrutinized them, and violated their civil rights (maira, 2009; Naber, 2008).
Additionally, America’s foreign policy in the Middle East, particularly with the War on Terror
and the Palestinian/Israeli conflict, helped shape Muslim American students’ identity,
citizenship, and sense of belonging. Since “cultural citizenship is embedded in processes of
exclusion as well as affiliation that are forged” (Maira, 2009, p.155) in different social realms.
Muslims felt rejected by the American mainstream society and excluded from social and cultural
citizenship at school, work, the city, the street, the airport, and media representations.
Consequently, Muslim American students formed their identities in attachment to either a
religious group or a transnational group.
Some participants became more religiously dedicated, others distanced themselves from
Islam, some identified as Muslim Americans and amalgamated their religious and national
identities, a few were lost in many worlds not knowing where they belonged, and the large
majority of participants identified with their ancestral nation-state first before an American
nationality. Feeling excluded from the larger American community, Muslim American students
carved a space for themselves to claim back their citizenship by using many strategies: 1)
engaging in social, cultural, and political activism by joining organizations that create awareness
about human rights issues such as Palestinian human rights, racism against African Americans,
the border problem facing the Hispanic population, and gay rights; 2) educating the American
community about Islam and Muslims and proving that they are not the enemy within; and 3)
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attaching to the larger Muslim ummah and finding support at the Islamic Center of New Mexico.
However, the existence of power struggles, conflicts over the role of the centers, and how to run
them add to the challenges facing these institutions. For example, there are conflicts over
whether Muslims should hide their identity or become conspicuous and reach out to people to
create a dialogue. These mutually exclusive approaches create opposition within the Muslim
community. Also, most people in the Muslim community are ignorant about the teachings of
Islam and instead follow cultural patterns on issues of prayer, food, and handling the deceased,
which results in conflicts between members. All these concerns create dissension within
mosques and Islamic centers that divert them from their roles of supporting Muslim community
members, particularly the youth.
Generally, Muslim American students face daily challenges because of negative
stereotyping and prejudgment that has saturated the American community against them. An
Islamophobic society and the widespread negative images of Islam influence their identity
negatively and make it difficult for them to visually express their Muslim identity fearing
discrimination, particularly Muslim women who wear the hijab or cover in an Islamic manner to
obey the Islamic religion, and becoming targets of oppression and discrimination. This makes
many Muslims young and old suffer from not knowing how to balance between being a Muslim
and an American. They find difficulty in being a Muslim and integrating in the society they live
in because they think that these two identities clash and could never become integrated. My
participants are overwhelmed by these challenges. Until society becomes friendlier towards
Islam and Muslims, this conflict will continue. My Muslim American student participants agreed
that this problem could be solved in three steps: 1.) educate American society so it becomes
more Muslim friendly; 2.) create support systems for Muslims so they feel safe to visibly show
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and be proud of their identity, live their morality, and have a community to support them; 3.)
study civil rights so that if there is a violation, people can use the law and the system to protect
themselves.
Teachers play critical roles in providing all three solutions to the problem. Their jobs
authorize them to educate Americans and eradicate misconceptions about Islam and Muslims,
9/11 and the War on Terror. They could also provide support systems for Muslim students at
schools, particularly those who visibly express their Muslim identity and/or those exposed to
harassment. They could also teach the students to become aware of their civil rights, including
Muslim American citizens. In spite of the importance of teaching about 9/11 and the War on
Terror, I found many teachers unwilling to participate in an interview about how they teach these
topics. It felt like a taboo topic. I found that the collective philosophies of the five teachers I
interviewed for this study indicate their desire to confront Islamophobia about Islam and
Muslims, help their students understand the truth about 9/11 and the War on Terror from
perspectives other than the media and educational textbooks, and develop tolerance among the
students towards Muslims and other people who differ from them in opinion and perspectives.
Two out of five teacher participants expressed that they currently do not teach a unit on 9/11 and
the War on Terror; they either teach the topics as current events or open discussions as topics
come up in the news media. One other teacher expressed that although he does not teach it as a
unit, he used the 9/11 event as it happened to conduct a historical analysis on the causes and
effects surrounding the event and the aftermath. Two teachers instruct about the topic through a
class linked to a nationwide competition on the American Constitution and the Bill of Rights.
They discussed 9/11 and the War on Terror in terms of issues of government laws, civil rights,
torture, citizenship rights, and rights for non-American citizens.
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Nevertheless, not all teachers in the study felt that they were successful in achieving their
teaching goals in regards to teaching about 9/11 and the War on Terror. For example, Linda and
Patrick’s approach to teaching about 9/11 and the War on Terror as current events; their concern
is that suchinformal education signals to their students that these topics are unimportant (Hess,
2009). Also, their use of one-dimensional, uncritical textbooks indoctrinates the students with a
certain commonsense (Apple, 2004; Freire, 1970) or a way to think about and act towards groups
of people including Muslim Americans. These approaches might not help their students acquire
critical education or critical thinking skills regarding the topics. In order to liberate students from
such indoctrination, the teachers need to expose their students to diverse perspectives (Apple,
2004; Giroux, 2010) about 9/11 and the War on Terror through a structured curriculum that gives
teachers the time to locate effective resources and teach these topics. Furthermore, in order for
teachers to achieve critical education based on praxis in the form of reflection and action as
Freire (1970) recommended, they need to include such education as part of the daily structure of
the classroom like in Cain and Bill’s class in which students learn the foundations of the United
States Constitution and Bill of Rights, become exposed to diverse perspectives, dialogue about
them, formulate an opinion, and argue to defend their opinion while providing evidence based on
the United States Constitution.
All teacher participants shared with me controversies that accompanied teaching about
the topics from angry students unable to participate in respectful discussion to verbal abuse of
Muslim students, angry parents, damage to teachers’ cars, and negative written material in
bathrooms. Teachers also indicated that government non-transparency, suppressed flow of
information, and the media pose challenges to teaching these topics and makes it difficult for
them to locate non-biased resources. Also, the limited contact with Muslim students poses an

372

obstacle that limits knowledge about this culture.
Finally, all teachers expressed the importance of teaching about 9/11 and the War on
Terror and pledged to develop a unit about the topics to formally teach them as part of next
year’s scheduled curriculum. Among the suggestions of the teachers, conducting historical
analysis to point out how history repeats itself through investigating similarities between the fear
generated by the administration regarding communism during the Cold War and terrorism during
the current War on Terror. Also to further examine the causes of 9/11 as well as discuss the
impact of the War on Terror on returning soldiers and the rising numbers of suicides. Finally,
teachers suggested to develop a broad unit about intolerance towards Muslim and Arab
Americans as a result of 9/11. Teachers’ pedagogies indicate that they have a desire to alter
societal injustice towards Muslim Americans and are dedicated to their students’ education;
however, the majority of them are not critical enough to challenge the status quo and teach
outside of the standard curriculum.
Third, to examine what curricula are offered about 9/11 and its aftermath and how
categories of a citizen, a patriot, and an outsider are constructed, I have chosen to analyze and
examine the ideological range between six textbooks including: three highly used U.S. History
11th grade textbooks adopted by and in contract with the New Mexico Department of Education
from 2011-2017 (as shown in table 6.1), Glencoe (2010), Pearson (2010), and Holt (2012). The
teachers whom I interviewed in my study also use these textbooks; George uses all the listed
textbooks and Patrick uses the Holt textbook. I have also selected older versions of these
textbooks including Glencoe (2005), Pearson (2002), and Holt (2005) that my Muslim American
student participants used in their classrooms to examine how these textbooks presented the
events and the aftermath and whether there are ideological differences between older and newer
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versions of the same textbooks considering the difference in production dates and proximity to
the events of 9/11.
I framed questions to investigate the following issues: how textbooks presented 9/11 and
the War on Terror and its aftermath, how detailed they covered the events, who was responsible
for the attacks, the reasons for the attacks, the images used, how they defined terrorism, whether
competing definitions are presented, and whether the examples they gave of terrorism aligned
with the definitions. Additionally, I investigated the relationship between textbook presentation
of the events and national propaganda, how the pictures and narrative are combined to deliver a
particular message among the students, how U.S. leaders are presented and people’s attitudes
towards them, whether the information is correct, whether the text allows investigation and
critique or is presented as truth, and whether the assessment required students’ intellectual
participation. I also investigated the information missing from the textbooks.
I found that textbooks differed on the number of pages they dedicated to 9/11 and the
aftermath, the number of pictures, the narrative style and focus, and how detailed they covered
the event. Overall, the newer versions of the textbooks covered the event in more pages and more
pictures. All textbooks used a one-dimensional perspective in the form of third person narrative,
except Pearson (2002) since the textbook was written while President Bush was still deciding on
the war against Afghanistan. Despite the length of pages dedicated to the event, some textbooks
failed to provide detailed information and all textbooks failed to provide a historical context
surrounding the attacks.
On the perpetrators of the attack, the textbooks reported different perpetrators such as:
Osama bin Laden, Al Qaeda, Arab terrorists, Sleeper cells, Muslim fundamentalists, Middle
Eastern terrorism, and/or state-sponsored terrorism. The overall information presented in the
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textbooks conflate Arab/Muslim/Middle Eastern as one category as antimodern which in turn
facilitates the reproduction of Islamophobia (Mamdani, 2004). Even the reasons for the attacks
of 9/11 provided by the textbooks politicize Muslims’ religious identities and portray their
culture as being antimodern and violent (Mamdani, 2004).
When investigating the definition of terrorism in the textbooks, there was no consistency
between the definition of the term provided and the examples. This proves that an Islamophobic
rhetoric dominates the textbooks and stereotypes all Arabs/Muslims/Middle Easterners and
portrays populations of these countries and of the Islamic religion as terrorists, backwards,
uncivilized, and an enemy. Islamophobic and false information about Islam and Muslims need to
be removed from New Mexico U.S. history high school textbooks and instead more accurate
representations need to be included. For instance, the textbooks do not include the number of
deaths of Afghan and Iraq people as a result of the War on Terror; the negative effects of the
PATRIOT ACT upon Muslim and Arab American citizens in their business, education, jobs,
social relations; and issues with security or how, as a result of this law and the stereotyping of
this population, violence and harassment intensified against them. None of the textbooks
challenged the U.S. government’s foreign policy or provided historical analyses leading to the
attacks of 9/11. All the textbooks presented the United States as the victim of terrorism (Hess
and Stoddard, 2007).
The overall combination of narrative, excerpts, and pictures deliver a one-sided and
unchallenged perspective to instill in the students a blind form of patriotism in support of the
U.S. government and troops as well as stereotypical image of Arabs/Muslims/Middle Easterners
as the barbaric, uncivilized, backwards, oppressive to women, and terrorist “other.” Fairclough
(2003) argued that one of the effects of such texts is indoctrinating and “sustaining or changing
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ideologies” (p.9). Fairclough’s words indicate that particular groups use textbooks to embed
certain ideologies by presenting the world in ways to establish, maintain, and change social
relations of power, domination, and exploitation of others. This indicates that as long as
educational textbooks continue to serve the purpose of the dominant groups, students will
continue to be fed false information and remain ignorant.
It is important to teach about Islam and Muslims to confront Islamophobia and extremism
and alter societal hatred against Islam and Muslims that causes discrimination and harassment
within and outside of schools. It is also important to provide safe environments for this targeted
population and alter government policies that deprive them from social and cultural citizenry,
participation, and belonging in order to develop positive Muslim American student identities
with the ablility to participate and contribute to the society and prosperity of the United States of
America.
This study provides some suggestions for an anti-Islamophobia educational initiative to
teach about 9/11 and the War on Terror while defying Islamophobia and anti-Muslim sentiments
in educational contexts. I discussed four main themes.
First, I suggested demystifying stereotypes about Islam and Muslims by deconstructing
the media and educational textbooks’ hegemonic ideologies that have targeted Muslims and
fostered Islamophobia. This could be done in four ways: 1) exposing students to diverse
resources that address the topics and engage them in dialectical and dialogical processes to
develop critical thinking skills to formulate their opinions (Freire, 1970) while being respectful
to others; 2) deconstruct propaganda and selective traditions to identify hegemonic tendencies
(Apple, 2004) that portray Muslims as violent and terrorists; 3) showing that terrorism is not new
and giving examples of other terrorist groups who have committed terrorism such as the IRA and
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Christians who kill abortion doctors and burn abortion clinics; 4) learn and teach about Islam and
Muslims to understand and detect stereotypes presented about the religion or the population; and
5) invite Muslim students, leaders, or community members to talk with students about Islam and
Muslims and to educate Americans about this population in order to alleviate misconceptions.
Second, I also discussed developing a unit on intolerance of Muslim and Arab Americans
after and including 9/11. This unit would be formally scheduled in the school year curriculum so
that teachers feel obliged to research and teach it. This unit includes teaching about two aspects:
1) intolerance and discrimination against Muslim Americans after 9/11 and how this has
negatively influenced their identity and well-being and 2) an investigation of the relational
analysis of the social, cultural, educational, and political systems of oppression that work
together to oppress Muslims, for example, teaching about a) government policies and laws that
developed after 9/11 and targeted Muslim and Arab Americans (Naber, 2008) and b) social and
cultural practices that discriminated against Muslim and Arab Americans and fostered
Islamophobia, intolerance, and lack of acceptance of Muslim Americans as part of the larger
American community (Naber, 2008).
Third, develop a unit conducting historical analysis that projects into the future and
addresses America’s foreign policy (Maira, 2009) in relation to nation-based policies and laws
that have targeted Muslim and Arab Americans in the United States before and after 9/11 and the
socio-cultural racism, intolerance, Islamophobia, and discrimination towards Muslim and Arab
Americans after 9/11 (Naber, 2008). George suggested conducting historical analysis to identify
the causes of 9/11 and look for repeated events in history to learn from them. Additionally, Bill
and Cain suggested, “comparing Muslim and Arab American experiences to Japanese Americans
in camps, to the civil war, the violations of civil liberties, and civil surveillance as well.” Patrick
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saw parallels between the Cold War and Terrorism in the way that both have been used to
instigate fear among people. This fear allowed the government to establish national laws that
have taken people’s rights and civil liberties in the name of safety; it also justified the wars
against other nations and abuse of civilians of other countries. Also, Patrick asked questions
during class that help them conduct historical analysis to identify historical connections between
Al Qaeda, Osama Bin Laden, the Taliban, and America’s support and involvement with these
“terrorist” organizations during the Cold War against the Soviet Union.
Fourth, including students’ dispositions as part of the curriculum (Freire, 1970) and
sharing their experiences and perspectives will foster a moral and democratic education in the
classroom in which students develop skills of listening, formulating opinions, debating, and
learning while being respectful to other’s opinions. This would provide support for Muslim
students and will help them positively develop their identity without fear of discrimination or
harassment.
Finally, in the context of the War on Terror in which the society is saturated with hatred
and negativity towards Muslim Americans, students need to learn about the United States
Constitution to be able to identify their rights as well as the rights of other American citizens,
including Muslim Americans. Such study is also essential for Muslim American students to learn
about the Constitution and the Bill of Rights to defend themselves if violated against.
Additionally, teachers need to instruct students about moral education in which students are able
to evaluate civil rights vs. common good; one way to do this is to discuss psychological,
economic, and international consequences of the War on Terror and evaluate if there were
another alternatives. I also suggested that teachers develop good citizenry and sense of belonging
among the students by engaging tehm in societal and communal activities of opinion formation
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and physical contributions to make them feel as active members of the American community
(Abu El Haj & Bonet, 2011).
Limitation and Future Studies
While focusing on reproduction of Islamophobia in schools through teachers’ pedagogies
and textbooks, the study highlights Islamophobia as a system of oppression that has national and
imperialist goals in neo-liberalism. Such paradigms construct Islam and Muslims as oppressors.
Instead, based on the findings, this study highlights my Muslim American student participants as
victims of oppression. By doing so, the study provides a counter argument to dominant
discourses that propagate Islamophobia and present Muslims as violent, terrorists, and enemies
of the United States. The study also provides new ways of thinking and teaching about 9/11 and
the War on Terror. This way, the study facilitates dialectical and dialogical processes that result
in critical thinking among teachers and students (Freire, 1987) and informs teachers' curriculum
and material choices to complicate presentation of 9/11 and the War on Terror and, thus,
confront reproduction of Islamophobia in educational contexts.
Despite the enormous significance of this study, it is limited in its scope. In this section, I
will address limitations of my study and present suggestions for future research.
First, even though my study provided useful data that painted a clear picture of how
Islamophobia is part of an organized system that exists inside and outside of schools, the sample
size of Muslim American students was not large enough for each category. For instance, since
this study involved both Arabs and non-Arabs, males and females, converts and Muslim-born,
etc., the sample size for each category was smaller than a study exclusively concerned with, for
example, Arab women. The limitation of the sample size of each category does not allow this
study to answer specific questions related to each category. For example, the study cannot

379

answer specific questions about race since it does not focus on a specific race such as the African
Muslim-American experience. Similarly, the study cannot answer questions about gender,
ethnicity, age, or experiences converting to another religion.
Second, the study focused more broadly on Muslim American students’ social, cultural,
and educational experiences in the post 9/11 period and how this has influenced their sense of
religious and national identities and belonging as Muslim Americans. This provided a general
idea on Muslim American students’ experiences that allowed for generating some understanding
about the topics. Nevertheless, a more focused study that delves deeper into Muslim American
youth’s everyday practices will allow for greater understanding of how Muslim American youth
negotiate their identity on a local, national, and global scale. Particularly, centering on
participants from transnational communities who belong to a nation at war with the United States
such as Iraq, Afghanistan, or Iran would paint a fuller picture of how these youth negotiate their
identity in the context of war and imperialism.
Third, the teachers I interviewed in the study provided useful information and insight on
how 9/11 and the War on Terror are taught, the controversies that accompany teaching these
topics, and some recommendations on how to teach them. Nevertheless, I would have hoped to
interview the specific teachers who taught the Muslim American participants in order to present
the teachers’ side of the stories and their explanations for the Muslim student participants’
accusations of discrimination against them.
Fourth, in terms of methodology, I enjoyed conducting this study, particularly in
deploying qualitative research interviews and textbook analysis. However, it would be very
useful to conduct an ethnographic study and observe a classroom that focuses on teaching these
topics to obtain first hand information about how teachers teach these topics. Also, observing a
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classroom would provide information about the dynamics in the classroom, particularly towards
Muslim American students before and after teaching about 9/11 and the War on Terror.
Finally, not all my teacher participants used the textbooks I chose to analyze. However,
by selecting to analyze the recently adopted textbooks by the New Mexico Department of
Education in use until 2017, I ensured that multiple generations of students and teachers would
use these textbooks. Such an approach makes the study relevant and hopefully plays a role in
influencing textbook authors and producers to become more conscious about textbook contents
and how they influence Muslim American students’ lives. Additionally, my research would
hopefully influence the New Mexico Department of Education’s future textbook adoption
selection. Finally, this study will hopefully influence teachers’ curriculum choices so that
stereotypes and misconceptions are mitigated.
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Appendix A
Survey: Participants’ Demographic Questions
Name:
Given Name:
Age:
Gender:
Ethnic origin:
Generation:
Education:
Religion sect:
Father’s ethnicity:
Mother’s ethnicity:
Father’s profession:
Mother’s profession:
Father’s religion:
Mother’s religion:
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Appendix B
Interview questions for Muslim American Student Participants
I am using Spradley’s (1979) types of interview questions.
Grand Tour Questions:
The goal of the grand tour question is to find out about people’s experiences, events and
activities and try to make sense of how all of these elements are connected. In this study, some
grand tour questions are as follows:
1.Do you remember 9/11? Tell me about your memories.
2. Did you experience life change after 9/11? Tell me about it.
A. Home, B. school, C. Playground, D. Town, E. Place of worship, F. College, G.
Work
3.How do you identify yourself?
Mini tour question:
Mini-tour questions are the same as that of the grand tour question, the only difference is that it
zooms in more closely on experience and areas that are important to the study. Some min-tour
questions as follows:
4.Describe to me a time when being a Muslim was problematic for you.
5.What things supported you in rough times?
6.What role does religion play in those experiences?
7.What role does education play in those experiences?
8.What was school like?
9.What role does social interaction play in those experiences?
Experience Questions:
These questions are open-ended, often used to help participants to talk about their unusual
experiences, as opposed to the more typical experiences.
10.What is it like today to be a Muslim American in the United States?
The interviews will be in a form of conversation allowing participants to share their stories.
Other follow up questions will be based on the stories that my participants share with me.
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Appendix C
Letter of introduction to teachers for interview
An overview of my study
As teachers and educators, we constantly learn through books, journals, published papers,
discussions and ideas presented to us through various means. We in turn teach students not only
what we learn from books but also what we learn in life. Therefore the process of learning and
teaching is an interactive process that involves selection, interpretation and exchange between
the teacher and the students. It also involves subjective and institutional ideologies that shape our
identities as teachers and inform our selection of what to teach and how to teach it.
Since we as teachers exist in the socio-cultural and historical era of post 9/11, then what
we learn and what we teach is influenced by the cultural norms of this era. Part of the data I wish
to collect for my study require that I interview social studies teachers regarding their teaching
practices around civics or social studies units related to Muslims or the war on terror.
Interview questions for teachers include:
1. Which textbook are you using?
2. How do you teach this lesson/unit (about Muslims or the war on terror)?
3. What do you think about the information presented in the textbook about this unit?
4. What does it teach the students? Or what is the objective of teaching this unit?
5. What were some challenges you found teaching this unit?
6. What were students’ reactions to this unit?
7. If you would teach it again, how would you teach it differently?
A little about myself and my research interest
I am a doctoral candidate at The University of New Mexico working on my doctoral dissertation.
Currently, I am collecting data through interviews and expect to complete all work for the Ph.D.
by July of 2012. My study focuses on the representation of the war on terror in educational
textbooks and how it is taught by teachers in high schools. My interest in this research topic
originated with a pilot study I conducted on an Islamic school in the Southwest in 2009.
I have approved letters of consent from the Human Research Protections Office at UNM that I
will bring for you to read and sign prior to the interview.
Thank you,
Randa Elbih
Email: elbeihr@unm.edu
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